SARGO : Simulated Administration of Regular Guidance Operations, a training program for directors of guidance services. by Popken, Charles Frederick
University of Massachusetts Amherst
ScholarWorks@UMass Amherst
Doctoral Dissertations 1896 - February 2014
1-1-1970
SARGO : Simulated Administration of Regular
Guidance Operations, a training program for
directors of guidance services.
Charles Frederick Popken
University of Massachusetts Amherst
Follow this and additional works at: https://scholarworks.umass.edu/dissertations_1
This Open Access Dissertation is brought to you for free and open access by ScholarWorks@UMass Amherst. It has been accepted for inclusion in
Doctoral Dissertations 1896 - February 2014 by an authorized administrator of ScholarWorks@UMass Amherst. For more information, please contact
scholarworks@library.umass.edu.
Recommended Citation
Popken, Charles Frederick, "SARGO : Simulated Administration of Regular Guidance Operations, a training program for directors of
guidance services." (1970). Doctoral Dissertations 1896 - February 2014. 2484.
https://scholarworks.umass.edu/dissertations_1/2484
:j-
-
iV/.y;
SARGO
SIMULATED ADMINISTRATION OF REGULAR GUIDANCE OPERATIONS
A TRAINING PROGRAM FOR DIRECTORS OF GUIDANCE SERVICES
A Dissertation Presented
By
Charles Frederick Popken
Submitted to the Graduate School of the
University of Massachusetts in
partial fulfillment of the requirements for the degree of
DOCTOR OF EDUCATION
July j 1970
Counseling in Higher EducationMajor Subject:
(C) Charle
ALL
Frederick Popken 1970
RIGHTS RESERVED
SARGO
SIMULATED ADMINISTRATION OF REGULAR GUIDANCE OPERATIONS
A TRAINING PROGRAM FOR DIRECTORS OF GUIDANCE SERVICES
A Dissertation
By
Charles Frederick Popken
Approved as to style and content by:
2 (
M
(Chairman of Committee)
WitM ilimit
Ik t
'7
X
% {Head'-' of Department)
1
* —r^/ i^l ^
(
J
a ,
1 (Member)
.
'
'
-
/'<
/ r / .
i <’
(' ( . _ / ’ > t / J. ‘Q~’. l
w
f
X ul
(Member)
1$’
/ju
/ i
u
July 3970
ACKNOWLEDGEMENTS
For the completion of this dissertation, I owe
immeasurable gratitude to many persons for their aid and
encouragement. Dr. Ronald H. Fredrickson, chairman of
the dissertation committee, has encouraged, assisted, and
benevolently bedeviled me from the conception of the idea,
through its amplification and development, to its fruition.
Dr. Mary Alice Guttman and Dr. Richard F. Haase generously
contributed advice, assistance, and instruction for the
design for the study, the analysis of the data, and the
completion of the dissertation. To the three of them, I
can only say thank you.
I must express special appreciation to those who
were unaware of their contribution, the students in the
course. Without their participation there may have been
neither study nor dissertation. Though tuey be unnamed,
let the** gift be acknowledged.
To my wife, Edythe, I owe much gratitude for her
visible contribution, the typing. For the intangibles;
faith, forbearance, inspiration, and love,
adequate words
for my thankfulness are not available. Her
sacrifices
are a measure of her nobility.
TABLE OF CONTENTS
CHAPTER PAGE
I. THE PROBLEM AND DEFINITIONS OF TERMS USED 1
Statement of The Problem 1
Need for Innovation • 4
Need for Realism in Training 5
Simulation a.s An Instructional Method 6
Limitations of The Study 10
Definitions of Terms Used 11
Case study 11
Decision-making 12
Director of guidance 12
Games, (gaming, educational games) 12
In-basket/out-basket 13
Micro-counseling 13
Role-playing 13
SARGO (Simulated Administration of Regular
Guidance Operation ) 13
Simulation
TED (Typical Encounter of the Day) 1^
TPE (Typical Personal Encounter) l i!
Transfer of training ^
IBSummary ^
II. SELECTED REVIEW OF THE LITERATURE 1'
] 7Introduction
vl
CHAPTER PAGE
Brief History 21
Specific Contemporary Applications of Simulation 22
Military training 22
Business education 24
Education 32
Elementary 33
Secondary 34
Undergraduate 4-0
Counselor education 42
Counseling 4-5
Administrator education 47
Psychological Basis 50
Specific Research in Simulation 54
Summary 37
III. DESIGN FOR THE STUDY 59
Objectives of The Study oJ
Origin
The Survey
1. Administrators
Ah
2. Counselors
3. Students
4. Teachers
vii
CHAPTER PAGE
6 . Community Resource Agencies 67
7. Others (Public Relations,, Professional
Societies
^
etc.) 67
Simulated Administration of a Regular Guidance
Operation (SARGO) 68
Format 68
Title 68
Objectives 68
Introduction 69
Typical Encounter of The Day (TED) 69
Typica.l Personal Encounter (TPE) 69
Suggested Bibliography 69
Attachments 69
Preparation Schedule 69
Preparation Methods 70
SARGO 1 72
SARGO 2 72
SARGO 3 73
SARGO 4 73
SARGO 74
SARGO 6 74
SARGO
r(k
SARGO 8
vi-i-i
CHAPTER page
SARGO 10 75
SARGO 11 76
SARGO 12 76
SARGO 13 76
SARGOS : Presents,tion 76
Time and place 76
Physical facilities 76
Presentation techniques 77
Role-playing groups 77
Groups and one (1) role-player 77
In dyads 73
Participation selection 78
Feedback 79
In-basket/out-basket 80
Films 8l
Case studies 8l
Visiting contributors 82
Program development 82
Student Grades
Subject Trainees 83
Q c
Evaluation
Empirical
ix
CHAPTER PAGE
IV. RESULTS 89
Objective 1_, Rank Order for Ten (10) Character-
istics 90
Objective 2 } Methodology 91
Objective 3, Leadership 93
Objective 4, Course evaluation 98
Objective 5 j Additional comments 99
Objective 6 } School of Education Evaluation Form 101
Objective 7 > Comprehensive Examination in Guid-
ance 103
Objective 8, Expectancy Scale 104
Attendance Count 107
V. DISCUSSION AND IMPLICATIONS 110
Objective 1 3 Ranking by Characteristics Ill
SARGO 1 j Establishment of Setting 112
SARGO 2 3 Development of Objectives 112
SARGO 3, Presentation of Your Guidance Program 112
SARGO 4, Test Program ^ /elopment 113
SARGO 5, Director/Teacher Interaction 113
SARGO 6, Racial Issues in Counseling 113
SARGO 7, Drug Information and Education .... II
1 '
SARGO Q } Case Study Usage H ij
SARGO 9, Counseling and Counselor Supervision . Il4
SARGO 10 3 Community Resource Agencies 113
XCHAPTER PAGE
SARGO 11, Preparation of a Research Prospectus.
. 115
SARGO 12, Program Evaluation 115
SARGO 13, Ethical Standards 115
Objective 2, Methodologies Il6
Objective Leadership 119
Objective 4, Course Evaluation 120
Objective 5i Additional Comments 121
Objective 6, School of Education Evaluation Form . 122
Objective J } Comprehensive Examination in Guidance 124
Objective 8, Expectancy Scales 125
Summary of Discussion 127
Possible Future Applications 128
Pre-service training 128
In-service training 129
Selection 129
Certification 130
Team training 130
Needs for Research 130
BIBLIOGRAPHY 133
APPENDIX A. Survey Questionnaire 1^9
APPENDIX B. Simulated Administration of Regular Guidance ^
Operations (#1 - #13)
xi
CHAPTER PAGE
APPENDIX C. Typical Personal Encounter Rating Scale
. . 202
APPENDIX D. SARGO Evaluation Form ; . . . 204
APPENDIX E. Teacher Evaluation Questionnaire 211
LIST OF TABLES
TABLE PAGE
I. Percentages of Time Reported by Employed
Guidance Directors for Eight Areas of
Activity 65
II. Minimum Number of SARGOs Assigned to Each Type
of Interaction Area^ Based on Employed
Director Reports of Involvement 70
III. Trainee Numbering Possibilities Used^ According
to Approximate Usual Seating Arrangements.
Numerals = Seated Trainees. N = l8 78
IV. Description of Subject Trainees by Sex,, Degree
Program
^
Student Status
^
and Number of Graduate
Semester Hours in Guidance 89
V. Trainee Ranking of SARGO Units 91
VI. Trainee Ranks for Each of Six Methodologies,, N = 18 92
VII. Trainee Responses to the Question "in Comparison
With Other Methods of Instruction How Would You
Evaluate the SARGO Series?",, N = l8 93
VIII. Percentages of Trainees Indicating Preferred
Characteristics for a SARGO Series Coordinator^
N - 18 98
IX. Ranks and Frequencies of Rank Choices for Five
Types of Persons Suitable as SARGO Coordinators,
a.nd Chi-Squares for Rank Choices 9 (
TABLE PAGE
X. Pre-Test and Post-Test Raw Scores for 100 Item
Comprehensive Examination in Guidance, N = l8 . . . 104
XI. Base Line Trainee Pre-SARGO and Post-SARGO
Percentages Estimates of Directorial Time
Involvement, Total Change in Trainee Estimates,
and Ranks 106
XII. Weekly and Total Attendance Count and Percentages
for Sixteen Class Meetings, Spring, 1970
Semester 108
CHAPTER I
THE PROBLEM AND DEFINITIONS OF TERMS USED
Statement Of The Problem.
In the education enterprise there appears to be
an inverse relationship between the impact of a supervis-
ory position and the specific training received for that
position. The superintendent, principal, and guidance
director often can determine singly the success or failure
of their units, yet it is ironic that they frequently re-
ceive so little specific training for their leadership
positions. This appears to be particularly true for the
director of guidance. References in the literature to the
term director of guidance indicate a concern with the
training for and functions of that position (Feldman, 1951}
MacDonnell, 1956).
In general, responsibility for leadership of guid-
ance services has been described as an administrative posi-
tion. Various descriptions of this position have been enu-
merated. (Johnson, Stefflre, Edelfelt, 1961* Hatch, Steff-
Ire
,
1965 ). All authorities, however, are not unanimous
as
to whether a director of guidance is an administrator
or a
guidance specialist. Hatch and Stefflre (1965) stated,
lo
expect the administrator .. .to be a guidance specialist is
highly unrealistic." (p.90). Hatch and Stefflre (1965)
also stated that improvement of guidance programs is de-
pendent upon leadership with special training in the guid-
ance services. Writers in the guidance field appear to
consider both administration and leadership to be functions
of the director (or supervisor) of guidance (Peters, Shert-
zer, 1969). It is also generally accepted in the literature
that qualification for a director’s position presumes a
degree of expertise in guidance and counseling.
Titles and scopes of the guidance director's ser-
vices may vary according to local setting. In some cases
the guidance director is also director of pupil personnel
services. Equally, responsibilities, functions, and re-
quired training of directors of guidance services vary.
There appears to be, however, a trend toward specificity in
requirements for school counseling personnel, as indicated
by the ten ^10) states and two (2) territories reported to
have established mandatory certification standards for dir-
ectors of guidance, (Houghton, 1967)- general, certifi-
cation standards demand education in the theory, principles,
and philosophical issues of guidance. These standards apply
to all personnel generically described as guidance and
counseling personnel. These standards would appear to be
inadequate for the skills required of guidance administra-
tors. In their function as specialized administrators in
education* directors of guidance must be capable of "(1)
planning* (2) organizing* (3) staffing* and (4) directing"
(Hatch* Stefflre* 1965). To acquire these capabilities
necessitates specialized training.
If needs of schools are to be met* graduate schools
must train personnel to perform the functions of directors
of guidance. Additional responsibilities exist for the
training of school administrators. It would appear that
training in administrative decision-making provides an in-
tegration of the two types of training. It is assumed that
the product of such an integrated program would be a quali-
fied administrator* specializing in guidance services.
Studies on instructional procedures in the train-
ing of directors of guidance are almost non-existent in the
literature. The purpose of this study is to develop* imple-
ment* and evaluate a one semester simulation program for the
training of guidance directors. This program may facilitate
both ore-service and in-service training of directois or
supervisors of guidance. Although not new to counselor
training* nor to administrator training (Delaney* 19&9;
Hemphill* Griffiths* Frederiksen* 19^2)* there is apparently
no evidence of the application of simulation techniques
to
the preparation of guidance directors. This study proposes
a means of meeting the cited training deficit.
Need for Innovation.
Anthony C. Riccio, Association for Counseling Educa-
tion and Supervision (ACES) President remarks, "What the in-
novations of a profession are and hov; they are accepted and
implemented are important barometers of the vitality of any
profession" (1969). Echoing Riccio's urging of innovation
in counselor education, Garry R. Walz, Chairman, ACES Commit-
tee on Innovation (1969) stated, "ACES has for some time been
vitally interested in the process of change and has worked to
stimulate change in counselor education...." However, des-
pite calls for the necessity for innovation, the training of
guidance directors seems to remain within the province of
traditional techniques of lecture and diocussion.
The traditional didactic method of instruction ap-
pears to leave much to be desired, and generally fits Wynn's
(i960) d. ription of the preparation of school administra-
tors :
The mediocrity of preparation comes fromthe
sterility of methods reported. Instruction^
is classroom bound; administration is talked
about rather than observed, felt, and in these
and other ways actually experienced. Where the
student should be "scared" by exposure to the
facts of administrative life, he is instead
bored by the tame farce of second-hand
stories. Whore the student should be
success
fattened
5 .
by a rich diet of multi-disciplinary fare, he
is starved by the lean offerings of provincial
chow.
A like position, less bombastically stated, has been assumed
by Rice (1964) in his statement that "...professors in school
administration expounded armchair philosophies and theories,
and then sought to be helpful by recalling their own exper-
iences. This kind of preparation for the school administra-
tor is definitely outdated..."
In reference to improvement of guidance programs.
Hatch and Stefflre (1965) write, "Without trained leadership,
the school climate will be one with little possibility of
improvement in the guidance services." In the face of a need
for both improvement and innovation, counselor educatois
basically tend to maintain the status quo; the rarity of in-
novation has been confessed to (Mayering, 1964), and the need
still exists (Riccio, 1969; Wa,lz, 1969)*
Need for Realism in Training .
A complaint of new guidance personnel is that they
were not prepared for what they are expected to do on
the job.
It seems that theory and practice must be realistically
joined
so that potential directors of guidance may be
prepared prop-
erly for the real experiences they will be
required to undergo
in actuality (Dunlop, 1968).
It is believed that development of a
simulation pro-
gram may enable potential directors of guidance to gain an
appreciation of the real problems they may be required to
confront in a real directorial situation. Simulations
,
or
representations of actual experience, have been reported
as valuable in business education (Dill and Doppelt, 1963)
and also in military training (Osterhaus, 1963). The ef-
fectiveness of educational simulations has been reported by
Cherryholmes (1966) and has been proposed as a viable tool
for training counselors (Delaney, 1969 ). As usage of the
technique and reports of its effectiveness in other areas
of training amass, it seems logical to attempt its use in
training directors. Such an attempt would alter the method-
ology status quo and would supply vital and relevant innova-
tion for the educational process in guidance director train-
ing.
Simulation as An Instructional Method
.
Simulation, by definition, is an act of assuming
the appearance of, or feigning, an object or experience.
Wynn, (i960) says, "Simulation can be regarded as an accur-
ate representation of reality." It is not new; Dawson (1962)
notes that "man has been simulating objects ever since he be-
gan to draw and carve representations of objects on tree
trunks and on the stone walls of cliffs and caves."
man has created a model, he has created a
simulation Verbal
description is simulation; a painting is a simulation; model
airplanes are simulations; plays are simulations. It would
appear, logically, that any representation of reality, whether
symbolic or physical, constitutes a model or simulation.
Stated in another way; simulation is the technique, a model
is the product.
Specific applications of simulation as an instruct-
ional technique may be found in a multiplicity of sources:
driver training (Hayes, 1965), vocational counseling of adol-
escents (Boocock, 1967), military training (Osterhaus, 1963),
counselor education (Dunlop, 1968), farm management (Fisher
and Lord, 1965), elementary education (Wing, 1964), second-
ary education (Gearon, 1966; Sleeper, 1968), and business
(Jaffee, 1968). The above represent only a minute fraction
of the literature extant. A useful annotated bibliography.
Instructional Uses of Simulation has been published by the
Northwest Regional Training Laboratory (1967).
Psychologically speaking, j_mulation appears to be
a sound means of instruction according to the theory that
training (learning) may be transferred (Hilgard, 1956). He
wrote, "Once something has been learned, it can be used,
provided it has not been forgotten and provided new situa-
tions recur in which the previously learned behavior is
called forth."
8
.
Those students who were trained with the simulation
program proposed in this study were assumed to possess much
of the basic counseling knowledge necessary to training as
directors of guidance. Such knowledge was deemed necessary
to making the decisions required to solve the problems they
confronted in the simulation series, and may confront in
ultimate professional occupation. The primary skill exercised
in the simulation program then was one of decision-making.
Essentially
,
it may be assumed that a simulation program in-
volves practice in the skills of assessing a problem; con-
sidering the possible solutions to it; selecting the most
appropriate-appearing solution; testing and evaluating it;
and applying it to the specific problem. Application of a
similar process to solution of a real problem would consti-
tute a transfer of training from the game to the real. Hil-
gard (1956) says of transfer that it "...depends upon degree
of likeness between the new situation and the old."
There is apparent general agreement between scien
4'
ists
,
with some relatively minor variations, that exposureo
to situations and problems similar to ones encountered in
prior learning are more easily solved because of the associa-
tion factor. (Hilgard, 1958 ). Relating to simulation. Cron-
bach (1963) said, "A discovered response is readily
discrim-
inated from alternative responses and hence better applied."
It is the intention of a simulation program to invite the
examination of the several solutions appropriate to a prob-
lem, and the ultimate choice of the most valid response.
Practice in the process of recall, evaluation, and applica-
tions of solutions to a specific problem is assumed to be
the training necessary to maximizing transfer in a real
situation
.
Ryan (1968) found that simulation did increase
transfer and pointed out that "the challenge to ... instruct-
ors at all levels is to develop strategies by which students
acquire and use knowledge to implement the problem-solving
process, rather than acquiring knowledge as an end product."
There are several valuable reasons for using a
simulation technique. Osterhaus (1963) cited five advant-
ages of simulation as an instructional technique: (1) it
forces clear definition of teaching objectives, (2) it gives
variety in presentation, (3) it allows active student parti-
cipation ^4) it gives instructors immediate feedback on
how well teaching objectives have been presented and learned,
and (5) it tends to make the learning
situation more dynamic.
Other assets of simulation may be seen in the fact that
it
"permits the learner to profit from mistakes that might
be
disastrous on the job..." and also permits experimentation
"not possible or to be dared in real situations"
(Wynn, 19^0).
Several studies indicate that the major values found
simulation are the generation of student motivation and
the retention of their interest, because of their direct in-
volvement in solving a problem. (Boocock, 1963s Cherryholmes
,
1966).
It would appear that there are sound psychological
and educational factors supporting the use of simulation as
an instructional method. There are several studies indicating
the value of simulation techniques in establishing motivation,,
interest, and active participation of students. There have
been applications of simulation in a significant number of
educational areas, and it seems entirely plausible that it
can be an effective means of training potential directors of
guidance
.
Limitations of The Study .
This study was devoted exclusively to the develop-
ment
,
utilization, and evaluation of a. simulation program
for the purpose of training potential. directors. Since gen-
eral communication skills and knowledge of guidance service,
to a degree, were assumed to be within the repertoires of
trainees, their major need was assumed to be training and
pra.ctice in decision-making functions appropriate to the
occupational demands of guidance directors.
The method developed will not be tested against any
other; it was developed only as an alternative to traditional,
didactic methodology as heretofore used to train directors.
Student evaluations will be used to obtain preliminary evalua-
tion results. Comparison studies of the simulation program
with other methodologies may be completed after this prelimin-
ary study has been completed, consistent with implications
obtained
.
Objectives for the simulation program were deter-
mined by a survey of guidance directors in Massachusetts.
Those specific performance objectives indicated by a majority
of the active guidance directors were included in the simula-
tion program.
It was intended to develop a methodology that: (1)
was appropriate to the specific occupation and its require-
ments, (2) that was consistent with the reported needs of in-
the-field directors, (3) that was inexpensive to produce,
(4) that was consistent with the requirements for successful
transfer of training, and (5) that was consistent with the
need for productive innovation within the profession.
Definition of Terms Used .
Case study. A record of an individual's physical,
psychological, environmental, educational, occupa-
tional, and testing experience, and all available
information pertinent to the specific problems in-
volved in a counseling case.
Decision-making . This is used to refer to the pro-
cess of choosing a course of action necessary to
effect the solution of a problem coming within the
scope of the guidance services. It is the ultimate
act in the process of assembling facts, isolating
alternatives, and choosing an alternative as the
solution to a problem.
Director of guidance . That staff person who has the
responsibility for: (1) development and supervision
of the budget for guidance services; (2) recruitment,
supervision, assignment, in-service training, and
evlauation of guidance personnel; (3) curriculum
planning and evaluation with respect to guidance
functions; (4) coordination of functions of special-
ists in the various guidance services; (5) inter-
action with the public and with various public ser-
vices and agencies with respect to guidance functions
and public relations; (6) maintaining contact and
coordination with other professionals and with pro-
fessional groups; (7) long range planning for the
guidance services; and (8) conducting appropriate
research (Hill, 19^5)*
Games, (gaming , educational games) . Play experience
used as a medium of educating, often simulates real
experience, generally competitive in that there is a
winner and a loser, as indicated by an accumulated
score. Used as a process for learning the skill of
decision-making.
In-basket/out-basket
. A technique whereby a trainee
is provided with memoranda, directives, and a variety
of correspondence pertinent to a simulated adminis-
trative occupation, and requiring decision-making and
the forwarding of written responses to appropriate
persons via the out-basket.
Micro-counseling
. The technique of video-taping a
segment of a counseling interview and then playing
it back for purposes of supervision, analysis, cri-
tique, and feedback of information to a trainee, pro-
viding him the opportunity of seeing his actual be-
haviors in a counseling session.
Role-playing . A technique /hereby a trainee per-
forms, in a dramatic sense, the role of a hypothetical
person, usually a director of guidance, within the
frame of reference of SARGO.
SARGO (Simulated Administrate.on of Regular Guidance
~ Operation
)
.
Title of the simulation series described herein,
frequently indicated by the acronym SARGO.
Simulation . Any activity representative of, yet
not actually, a real problem typically encountered
in the pupil personnel functions. It may include
the sub-activities of in-basket/out-basket; role-
playing; micro-techniques and others.
TED (Typical Encounter of the Day) . Usually a
generalized critical or problem area, setting the
broad theme for a particular SARGO, and usually
requiring a written reaction from the trainee. De-
rived from the reports of employed directors of
guidance.
TPE (Typical Personal Encounter) . A critical in-
cident or problem confronted in face-to-face en-
counter, through telephone conversations, or other
direct media. Involves such activities as role-
playing, speeches, telephone calls, films and tapes.
Transfer of training . This is the concept of
utilizing skills in the solution of a problem that
were acquired in solving an earlier but similar
problem. This is the essence of the simulation
technique, which assumes that practice in the solu-
tion of hypothetical problems will tend to lead to
the development of those skills necessary to solve
similar problems encountered in a real situation.
Summary
.
Accompanying the need for specific training in
relevant expertise, there appears to be a growing need for
innovation in training of directors of guidance. It has
been shown that counselor educators tend to rest with the
didactic status quo in training such personnel. A need
and a demand for change from the typical training method-
ologies is professionally acknowledged. This author pro-
poses that a simulation program satisfies the needs for
both innovation and relevance.
It has been established that simulation is not a
new concept, neither in a broad sense nor within the speci-
fic context of education. It is new only in its applica-
tion to the training of potential directors of guidance.
It has been shown that simulation takes advantage of an
accepted learning concept, transfer of training. Practice
in learning solutions to problems tends to lead to repro-
duction of similarly successful solutions when a person is
confronted with approximating problems. It is suggested
that requiring potential directors of guidance to produce
solutions to problems typical of those actual problems re-
portedly encountered by employed directors of guidance will
lead to a transfer of training. The potential directors of
guidance will then have been prepared for the actual problem
they may encounter in the future in their real professional
situations. A number of advantages of this type of training,
such as economy, exposure without risk, approximation of real-
ity, etc., have been cited.
It was the purpose of this study to develop, des-
cribe, and present a simulation series designed for use as a
one semester course for the purpose of training potential dir-
ectors of guidance. Emphasis was to be on the development
and exercise of administrative decision-making skills. It is
believed that acquisition of these skills and coupling them
with previously acquired guidance expertise may lead to im-
provement of guidance service in the school.
CHAPTER II
SELECTED REVIEW OF THE LITERATURE
Introduction
.
A basic assumption of this study has been that
practice on realistically-inspired laboratory problems will,
through exposure to vicarious experience, generate maximum
interest and motivation which will lead to increased learn-
ing. A basic premise of the SARGO series was that the prob-
lem and its solution became the learning experience. There
was relatively little concern for a "correct answer". Stres-
sed was the idea that development of sets of skills and at-
titudes that would enable the trainee to successfully con-
front comparable problems in ultimate professional experience
was the primary course objective. Thus, in the SARGO series,
individual trainee activity was of the greatest importance;
a specific solution to a problem (TED or TPE) was not. There
were, in fact, a number of "correct answers" to each problem:
thee were also more than one set of appropriate activities
that might lead to a specific solution.
Essentially the author utilized the following basic
concept of education
:
...where dramatizations, plays, and games
are freely used, opportunities exist for
reproducing situations of life, and for ap-
plying information and ideas in the
carrying forward of progressive exper-
iences (Dewey, 1916).
The above philosophy is supported by Schild's (1968) state-
ment that a simulation can reflect real life contingencies
and by Dill’s (1962) "...games can be used to persuade stud-
ents what the 'real world' is like and to get them to prefer
certain methods for tackling particular real-world problems."
Experience would appear to be a key word in the philosophy of
simulation. Dewey ( 1938 ) described it as a "moving force".
I
Butler ( 1957 ) wrote that the "truly educative acts are those
which go on within the private experience of the learner and
are comprised of the student's own self -activity ... . We
might summarize the philosophy of SARGO's, referring to Kil-
patrick (1951)5 "We learn any particular item in the degree
that we live it." It is the essence of this simulation ser-
ies that the trainee live the several experiences ohat are
typical of their future professional status and so learn
therefrom that what they learn may return appropriately in
future experience.
Concern has also been shown for the utilization of
methodologies atypical of the usual course in Administration
of Guidance. There was a conscious and conscientious
depart-
ure from didacticism and discussion. Not emphasized
was
trainee involvement in listening, note-taking, and
regurgi-
tation; emphasized v/as trainee involvement in problem analy-
sis^ self-directed research for relevant information, and
solutions consistent with the trainee-selected school en-
vironments. Such emphasis appears consistent with Coleman's
(1968) statement, "...a simulation game appears to allow a
way to translate a set of ideas into a system of action
rather than a system of abstract concepts." Fattu (1965)
wrote of understanding as a product of simulation which
may help a human decision-maker synthesize and infer a good
solution. The SARGO goal is not the completion of a drill,
or rote learning; it is as Boocock and Coleman (1966) said
of the academic task, "...not to carry out assignments, but
to survive in this complex environment."
Human motivation seems to adjust agreeably to the
concept of gaming; if we accept a goal, we pursue it. It
absorbs us. Boocock (1968) noted, "The reason why people
play a game as if it were a matter of life and death is that
it is in fact a model or simulatin' of real life." Factors
held in common by games, role-playing and case studies are
that they (1) generate student explicitness, (2) provide
evidence of results of their decisions, and (3) motivate and
interest more. Learning from them is ( 1 ) general and struct-
ural (broad in scope), and (2) processes in decision-making
and substantive issues D.eading to them may be seen (Dill,
1962 ). Simulation would appear a thoroughly viable learning
strategy
,
and one which coincides with Dewey's statement of
the essentials of method:
They are first that the pupil have a genuine
situation of experience - that there be a
continuous activity in which he is interested
for its own sake... that a genuine problem
develop within this situation as a stimulus
to thougnt
. . . that he possess the information
and make the observations needed to deal with
it. . .that suggested solutions occur to him
which he shall be responsible for developing
in an orderly way... that he have opportunity
and occasion to test his ideas by application,
to make their meaning clear and to discover
for himself their validity.
For this study there were a number of possible experiences
typical of those of actual guidance directors; there wa.s
continuous activity in the in-basket/out-basket response
requirement; and in the classroom response to Typical Per-
sonal Encounters; each SARGO contained at least one major
problem as indicated in the TED and several manifestations
of the major problem in the TPEs; the students either pos-
sessed suix^cient knowledge or were furnished with ample
basic reference material to obtain knowledge for dealing
with the problem; each student was required to define a
solution within the frame of reference he had established
at the outset of the series; and each student was enabled
to test his solutions via the written response or role-
playing the typical personal encounter.
Both the philosophy upon which the SARGO series
was based and the methodology by which it was implemented
would appear to be defined by established literature in the
field
.
Brie History
.
Simulation by various techniques has been an edu-
cational methodology for untold years in that symbolic com-
munication; words, spoken or written
,
graphic representations,
and models properly may be labelled simulations. Their use,
however, has been justified as a means of communication,
rather than stressed as a particular strategy. Specific
application of simulation as a technique has been attributed
to German manpower selection techniques during the first
world war, and also to the O.S.S. of the second war (Jaffee,
1968). It would appear that practical application of the
technique of simulation has been generated largely in the
past two decades for a variety of purposes; war games, in
industry and business for purposes 01 personnel selection
and for researching complex situations, and more recently
in the development of simulations or teaching games within
several areas (Fattu, ±965 ; Boocock and Schild, 1968).
Relatively recent uses of the technique have been reported
for management development (McKenney, 1967 ) ^ for development
of research and teaching in international relations (Guetz-
kow £t al, 1963), and for business usage (Bonini, 1963).
Guetzkcw (1962) reports simulation to be a function of
several social sciences; psychology, sociology, poltical
science, economics, education, industrial engineering, and
military operations. Hoggatt and Balderston (1963) con-
tributed additional information on computerized simulation
as applied to the behavioral sciences. Considerable in-
formation on simulation games and learning has been reported
by Coleman, Boocock and Schild (1966). There is apparently
only one counseling adaptation of simulation reported on,
(Dunlop and Hintergardt, 1968), in their "The Counselor's
Week" which constitutes an "in-basket/out-basket" program
for training potential counselors. The above represent a
description of the uses of simulation in a general sense.
Specific Contemporary Applications of Simulation
.
Military training
. Formal predecessor of most
educational simulations would appear to be military maneu-
vers, or war games, which have been recorded since the six-
teenth century. Since inception, they have involved two
teams, generally, engaging in simulated combat. Originally
designed as a technique for teaching ta.ctics, they were
amplified to the point of becoming complex exercises involv-
ing logistics and geo-political factors as bases for the
tactical problems presented for solution. Play of the games
has ranged from chessboard type formats using symbols for
participating units 5 through textbook exercises wherein all
the data pertinent to the problem were presented and appro-
priate plans and strategies were sought as solutions, to the
highly sophisticated war games of the pre-World War II years
wherein armies were employed in maneuvers involving extreme
verisimilitude. The latter were used as a means of train-
ing all ranks in the decision-making processes necessary to
waging successful war. Argument fluctuated between the pro-
ponents of a theoretical model and a pragmatic one. Ulti-
mately the pragmatists prevailed on the basis that the theo-
retical model tended to diminish enthusiasm and comprehension
of the participants. So-called free kriegspiel became the
order of the day, wherein participant decisions determined
the structure of the model (McKenney 1967 ; Youngs i960).
The Link-trainer has been a vital tool in the train-
ing of potential pilots since the early 19^-0' s and one that
permitted training in the basic flight maneuvers, and also
in simulated emergencies. The trainee was required to make
quick decisions that would solve disasters programmed into
the trainer by its operator. Failure could not result in
any damage to persons or property., other than possibly to
the pride of the trainee. From the relatively simple Link-
trainer have evolved the highly sophisticated flight Simula-
tors of today, including those utilized in the training of
astronauts
.
A less esoteric but equally as effective contempor-
ary use of simulation has been reported by Osterhaus (1963)
for the training of military medical officers. Intuitive
problem-solving abilities are assumed; situations or prob-
lems are introduced by an in-basket/out-basket technique or
by using other trainees as role players. The person playing
the role of the commanding officer is required to make decis-
ions calculated to solve the problem. The technique has been
refined to the point that a simulated field hospital has been
devised wherein trainees take various roles, playing "command
and staff roles, coordinate and solve problems, appraise pol-
icies, and plan for the future." The values in such training
rest in the possibility of trainees developing "the three
essential skills, technical, human, and conceptual .. .all risk
free." (Osterhaus, 1963).
It may be seen that simulation constitutes a mili-
tary heritage that has been adaptable to other areas of edu-
cation and training. Parallels to developmental history may
also be found within other areas, as in business education,
principally in the acceptance of the technique by generals
or by top-level administrators. (McKenney, 19^3)-
Business education. McKenney (19^3) attributes a
business game developed at UCLA in 1957 as being the first
to be used in business education. He suggests that most
business games evolved as a result of the marriage between
the outcomes of RAND and similar corporations in their in-
vestigations of games for testing military strategies, and
the development of the electronic computer. These efforts
took place in the decade 1946 to 1956 . UCLA has developed
three games; the first as a means of teaching basic economic
concepts and to familiarize students with business dynamics.
The second and third were extensions of the pioneer model
and achieved greater sophistication in their objectives.
Students were now required to involve themselves in planning;
role-playing decision-makers in a variety of corporation
roles and in situations wherein elements of uncertainty were
introduced and the data were variable. Research capabilities
were tested by requiring detailed analysis and planning. The
essential differences between UCLA Model #2 and #3 were in
the size of the computer used and in the amount of faculty
supervision imposed on the students, (Jackson, 1959> McKenney,
1967).
The Harvard Business School adapted the UCLA Model
#2 to an experimental program in 19^ 1 , with the following
teaching objectives:
1. Demonstrate inter-decision relationships.
2 . Generate awareness of decision-making as
a behavior.
3 . Demonstrate interrelationship of produc-
tion policies and plans.
4 . Generate practice of decision-making
within limitations decreed by time, organizational
size, and rules of the game.
The experimental year indicated that simulation: ( 1 )
was a valuable adjunct to business education, (2) required
greater student analysis and comment on the simulated firm,
and (3) needed further investigation of its functional value
in business education. Faculty analysis of the 1962 experi-
ment led to the conclusion that a simulation game was a better
educational method than the traditional case study. Integrat-
ing first—year courses in Control, Finance, Marketing, Pro-
duction, and Organizational Behavior into the game method,
the school adapted the UCLA Model #3 "*:0 -*-^ s nee ds. re_
sultant experience was a success in the opinion of both fac-
ulty and students. Sufficient information has been obtained
from the Harvard trials to enable the school to commence
development of its own game. (McKenney, 19^ 7 ).
The Carnegie Tech Management Game, a third major
simulation, has been reported on by Cohen and Miller (1961).
The game has provided training in the following
area.-. (l)
27 .
techniques of analytical management, (2) oral and written
reporting, (3) human relations via the role-playing inter-
actions,
( 4 ) organizational behavior, (5) auditing of both
finances and management controls, (6) designing information
and control systems, and (7) developing research techniques.
Additionally, the value of the game as a laboratory for
simulation studies was noted
. This value has been appro-
priated on at least one occasion by students who designed
and created a computer model that relieved management of
some decisions (Haines, 1961).
The three games reported on above are not the
only simulation games used in business education but are
those included in a significant body of literature. Hancock
and Golding (1961) reported inconclusive findings, which,
nonetheless, appeared to indicate greater learning through
use of a business game. Dill and Doppeit (1963) in a study
of the Carnegie Tech game, reported significant increases
in problem recognition, although th obtained disappointingly
lower levels of learning of specific problem solutions. Sig-
nificantly more team-derived (interactionally-derived ) learn-
ing was observed than would normally be expected. It was
also noted that players most interested in the game were
those who encountered the greatest challenges in fulfilling
their simulated corporate roles. McKenney (1967) reports
inconclusive findings as a result of investigations of the
Harvard Business School Games of 1965 and 1966, which find-
ings tended to parallel those of Dill and Doppelt. The
literature tends to a proliferation of descriptive studies
of existing business games, citing only subjective evalua-
tions of their effectiveness. A need for hard data is fre-
quently stated, yet the literature reveals very little of it.
There appears to be acceptance of the value of operational
games but the acceptance is generally based on subjective
observations as opposed to scientific validation.
Other specific simulations are extant both in edu-
cational environments, and in actual businesses where they
are used to train management. Churchill and Cyert (1965)
describe adaptation of the Carnegie Tech Management Game to
a simulation of a management auditing exercise. Using the
same computerized game that is a management training device,
the auditors were able to evaluate the processes of manager-
ial decision-making rather than the results of the game. I
was found that unsophistica.ted beginning students obtained
greater insight into auditing, accounting, and accounting
theory.
In support of games, Churchill and Cyert ( 19^ 5 )
stated that they
. .
.provide a dynamic and intense situation
where problems are faced in the context in
which they naturally arise... call upon skills
different from those that are generally
brought out in a class or case discussion...
give the student the chance to try his newly
acquired skills in a relatively cost-free
environment .. .and provide... a situation where
the lessons are not only learned but "felt".
Yet another simulation was reported under development
by Cohen and Heames (1967) for specific training for bank
management,, with an added value as a means of training bank
auditors. As in previously cited simulations, decision-mak-
ing is named as the most important objective of the game.
This simulation represented extension and improvement of the
IBM-McKinsey "Bank Management Simulation" and the "Stanford
Bank Management Simulator." The latter two were non-compet-
itive simulations, whereas Cohen's and Heames' "FDIC Bank
Management Simulation" was a game, played by competing teams,
each representing rival banks. "FDIC" is seen as being more
realistic than other like simulations, more flexible, and
more relev ^.t. No hard data are reported for this simula-
tion as it is only in developmental stages. Other games
suitable for bank training programs have been described by
Abt and Scott (1966).
Publishers have also entered the simulation area,
generally with the publication of in-basket/out-basket de-
vices, or their equivalents. For example there are extant
the "Accounting Information and Business Decisions (Gray,
et al, 1964) and "Accounting in Action" (Willingham, Malcom,
both published by McGraw-Hill. The latter is an intro-
ductory instrument with an overall objective of familiarizing
the beginning student with accounting principles and prac-
tices. Decision-making is not a considerable function of
this exercise. The former is a, competitive game wherein
several companies compete for the largest accumulation of
profits. It has four objectives:
1.
' Demonstrate usage of accounting in the
decision process.
2. Interrelate financial statements and data
collection for the statements
.
3. Ascertain how business decisions affect
financial statements.
4. Ascertain how particular accounting
methods affect decisions.
Again we are confronted with a game not scientifically vali-
dated; it is in fact an adaptation of a parlor game, "Manage-
ment". By the designers' admission, it is still in an experi-
mental stage.
Another accounting game published by MacMillan in
1966 is entitled "Accounting for Decisions". (Bruns, 1966).
Its objectives were to develop accounting skills in tne
student; to stimulate student interest in both the game and
in accounting and in decisions required for successful activ-
ity of a fictitious firm; and to achieve administration so
simple that one instructor could conduct it. Essentially,
it is a case study approach to a fictitious firm.
Generally speaking, the number of business simula-
tions or games, and the variety of their techniques are con-
siderable. The Carnegie Tech Management Game appears to be
the only one upon which relatively significant scientific
validation studies have been conducted; all others are anpar-
ently validated subjectively. It appears that the constructors
are satisfied with assuming face validity and rendering further
evaluations on the basis of observations of incrased student
interest, motivation, and problem observation.
Aside from the several actual games described herein,
which were primarily designed for use within an educational
milieu, Herron, (i960) names many firms: "American Telegraph
& Telephone Company, Boeing Airplane Company, General Electric
Company, Proctor & Gamble Company, 1- ^nd a number of others as
users of simulations for selection and training of management
personnel. In "Executive Action Simulation" (Herron, i960)
two types of simulation are described: "models" which are
based on actual firms and data from them, and "designed" simu-
lations which are based on fictitious data. The simulations
are described in the following ways (Herron, i960):
"Model" simulations can be used for research on
company operations and for the education of per-
sonnel, while "designed" simulations are intended
for educational purposes only. Both... may be ( 1 )
either computer or hand-computed;
( 2 ) for top,
middle, or lower management levels; ( 3 ) covering
either general or functional subject matter; ( 4 )
containing random elements (probabilistic) or not
(deterministic); ( 5 ) be competitive (interacting)
or non-competitive...; ( 6 ) for use by teams or by
individuals...: and ( 7 ) involving one product or
several products.
The above description apparently defines the major simulation
characteristics in dichotomous terms. It appears comprehen-
sive, albeit generalized. Further indication of the use of
simulation as a training device by industry may be found in
a list of games developed and published by Abt Associates:
"Bankloan" is used to train bank management in loan -making;
"Capital Budgeting" is a device for training in investment
evaluation techniques; "Super A" is a case study game to
teach supermarket buyers appropriate buying techniques;
"Bristol" is a game for familiarizing management with market-
ing strateo-v and operations; "Settle or Strike" teaches col-
lective bargaining processes; these are five among many (Abt
Associates, 1969)*
It would appear from the literature that simulation
games are a vital part of business training processes. They
are becoming ever more vital, too, as a part of the curricu-
lum in more formal areas of education.
Education . Simulation ha.s been adapted to a vai iety
of educational needs on several levels of instruction ranging
from elementary grades to undergraduate courses. Alt (1966)
points out that in languages
,
mathematics, physics and chem-
istry, there are frequent opportunities for learning by do-
ing. These opportunities are not available to the student of
the social sciences "because there are no opportunities .. .to
make history, write history, solve problems of global geo-
graphy and economics, or experiment with forms of civic organ-
ization." For these reasons most simulations are concerned
with learning the content of the various social studies. The
content and sophistication of the simulations vary according
to the grade level of the students. Let us examine some re-
presentative samples of contemporary educational games.
Elementary . Wing (1964) described an economics
game for grade 4. It was essentially the utilization ox a
computer as a teaching machine. Again, Wing (1966) des-
cribed two games, "Sumer" and "Sierra Leone" which we re de-
signed to teach the economics of 3500 B.C. and the contempor-
ary economic development problems of an emerging African nat-
ion, respectively. Each a one person game, the student re-
ceives information via typescript printout. Upon this in-
formation, the student bases decisions relevant to solution
of the economic problems presented. The decisions are
fed
into the computer which returns a progress report,
followed
by information concerning a more complicated problem. Prob-
lem sequence and difficulty are variable according to the
level of difficulty the student has successfully sur-
mounted
.
Students reported high and sustained interest
levels } although possible Hawthorne effect was suspected
because of the youth of the students involved in a novel
situation. Learning effectiveness results were inconclus-
ive so that no superiority differentiation may be made either
for the computerized program or for conventional methodology
(Wing
; 1966).
Abt (1966) describes elementary level games of "Seal
Hunting" and "Hunting" but cited no improvement in educat-
ional efficiency. He reports judgments of qualified obser-
vers to be favorable.
Abt Associates (1968) list a number of classroom
games; some available and some not; that have been developed
for educational use at the elementary level. They range
from quite simple to relatively sophisticated; and include
simple visual games for reading instruction, board and card
games; role-play; and computer-student interaction games.
Secondary . It has been suggested that com-
petitive games may be used as both a means of learning and a
means of reconstruction of the system of adolescent values
within the schools (Coleman, 1961). More recently, it has
been stated that development of simulation games may be
necessary to approximate in the schools learning processes
that occur more naturally outside the schools (Coleman, 1967).
The vicarious living advantage of simulation as an educa-
tional technique has also been cited (Brodbelt, 1969).
Early experiments in computerized simulation in
art, biology, music, and French have been reported by Ingham
( 1964 ). The instructional method was held to be feasible but
too expensive; costs approximated $500 per hour.
An apparently successful simulation of international
relations has been reported by Cherryholmes (1965). it was
operated over a two year period and significant data we re ob-
tained. Typical international exchanges are engaged in and
diplomatic processes may be observed through participating in
them. Students reported much interest and a greater apprecia-
tion of the complexities of international affairs. Attitudi-
nal change was observed and a cautious favorable evaluation
was made
.
Driver education is another area in which simulation
has had apparently good results. A program integrating di-
dactic instruction, simulator, and actual dual-drive practice
proved more efficaceous than did a more traditional instruct-
ion with dual-drive practice. The principal value of the
simulator appeared to be the aspect of instant feedback to
the learner (Hayes, 1965).
Labor versus Management" has been reported as an
effective method of training students in negotiation and
decision-making. The game assumes a strike in a hypothetical
town and the students role-play as negotiators for manage-
ments labors and interested town officials (Gearons 1966).
Another international relations game, a simple ones
has been developed for ninth grade history courses. "War or
Peace" has been reported valuable in generating an apprecia-
tion of world politics and diplomacy. The concept of balance
of power has been learned in the play of this game. The
players separate into "national" teams, elect a "ruler" and
decide their foreign policy among themselves. The "rulers"
meet in "international" assembly to settle a hypothetical
crisis involving two nations at war. If the five additional
non-warring nations opt for wars totaling opposing "war pow-
ers" indicates the loser. Negotiations then recommence.
Should all seven nations opt for peace, the game may come
to an abrupt end. Nevers in the experience of the reporter,
has this occurred (Gearon, 1966).
Kaplan (i960) reports on a game, "Adventuring"
developed by Abt Associates to teach junior high school
students the structure of 17th-century English society.
seek-Three teams, yeomen, merchants, and gentry participate,
ing to improve their statuses in life. Change may be either
upward or downward as a player invests land or money, or a
chance card may indicate a regression in status. Designed
primarily to educate in social structure, the game also in-
cludes lesser training in economics. Success in the game is
indicated by the amount of land or money acquired during the
play, however the winning team is determined to be the one
that has advanced most in a social sense.
Other games have been developed for the junior high
school level: "Empire" provides insight into the mercantile
structure of the 18th-century British Empire; "Revolution"
allows students to experience vicariously the issues perti-
nent to the English Civil War through the assumption of roles
appropriate to the time and to the enactment of specific
events that occurred in the 17th century (Abt, 1966 )
.
Considerably more, and more sophisticated, games
are available for high school students. "Manchester" is a
role-playing game that enables students to learn of the In-
dustrial Revolution in England circa 178O-I8OO. Approximat-
ing the game "Monopoly", a squire, two farmers, two millown-
ers, and two laborer families participate in buying, selling,
leasing, producing of materia.ls and services with the princi-
pal objective being the acquisition of wealth beyond that with
which they started the game. The game is intended to be an
experience in 18th-century English economics (Abt* 1966).
Attig (1967) describes an international relations
game developed for high school students^ wherein they parti-
cipate as members of the two major power blocs
^
Soviet and
American. Players assume roles as diplomats and national
leaders. Also included are players representing neutral
blocs and allies. The game commences with a crisis situation
and daily military 5 economic,, and diplomatic moves are made
in writing. Students are required to learn the powers and
responsibilities of their roles^ and also the characteristics
and interests of the involved major powers. Attig reports
enthusiastic student reception of the game and their indi-
cated desire that the game technique be used in other courses.
Training in merchandising techniques and human rela-
tions are reported to be major aspects of a simulation of a
department store used in a high school. The simulation en-
abled teaches to combine classroom . ith on-the-job training
(Antrim^ 1967)*
For many years simulation has been a tool for the
teaching of social science; the writer, as do many youths
today, participated in a mock legislature at the state capi-
tol when he was in high school. It has proved to be a valu-
able technique for teaching political governance. Other
contemporary techniques include role-playing games in most
high school curricula. Gearon (1968) reports "A Mayor For
Mount Vernon" to be an excellent example of such a game,
wherein students experience the fiction of public involve-
ment. Utilizing a mythical city, they serve on its grand
juries, in its city council, as its mayor, conduct its elect-
ions, and solve community problems. The fiction prepares
them in a realistic way for the real world they will enter
upon achieving adulthood . A similar game has also been re-
ported upon by Gunn (1969).
Learning is extended beyond the local level through
the medium of "inter-Nation Simulation Kit" (Science Research
Associates, Chicago, 111
., 1966). In this simulation students
play roles as leaders of nations and participate in national
and international decision-making. The point is made that
educational benefits are not yet certain (Majak, 1968). An
additional reference to an international diplomacy simula-
tion game - made by Sleeper (1968). Students are required
to choose various national goals and then decide the proper
action to be taken to insure their achievement. Background
knowledge must be acquired before inter-nation negotiations
can commence. Concepts of international law and diplomacy,
foreign policy, diplomatic language, and economics are among
the things to be learned. The game is umpired by the in-
structor and he makes decisions as to the acceptability of
proposed actions. It is he, also, who evaluates the extent
to which goals are achieved. Post-game student evaluations
have been favorable.
It may be seen that simulation has assumed a rela-
tively large part in educational methodology as applied to
secondary education. As its use has been variously des-
cribed, it appears to be consistent with three main purposes
of simulation cited by Gearon (1968) after Scott (1966): "(1)
As an instrument for arriving at, and testing policy decisions;
(2) As a research tool in the social sciences; and (3) As a
method of teaching." Unfortunately, there appears to be not
enough research on the exact value and validity of simula-
tion. A major implies,tion seems to be that efforts should be
engendered to offset this apparent deficit.
Undergraduate . The literature on simulation,
as applied specifically to training of undergraduates, appears
to be limited. This may indicate a professorial preference
for the didactic tradition or, perhaps, a disdain for the
"game" aspect of simulation. It could also indicate a some-
what more enthusiastic acceptance for the innovative techni-
ques at lower educational levels versus a college level cau-
tion for the lack of sufficient hard data to support the
methodology. In general, use of simulation at an undergrad-
uate level tends to be of an experimental nature, as exempli-
fied by its use to change education majors’ attitudes toward
educational psychology topics. A trend toward positive
change was noted, however. (Bond, 1965).
Haines (1961) and Haines, Heider and Remington,
(1961) reported on the adaptation of a computer as a decision-
maker for a small group business game. In effect, the compu-
ter was utilised as a participant in the game, after it was
programmed to do so.
A foreign policy game has been described wherein
undergraduates role-play international negotiators for hypo-
thetical nations. Decision-making practice is the primary
objective. (Cohen, 1962).
Training in accounting procedures and decision-
making was the resultant of a business game adapted from a
parlor game "Management" (Gray, at al, 1964 ).
Guetzkow (1963) discussed the use of a simulation
game to facilitate the learning of international relations.
Role-playing national leaders and international negotiators
was the general technique involved and decision-making v/as
the principal task learned. Students reported the use of
theories learned in earlier courses to be valuable. Graduate
students involved made similar reports and also were intrigued
by the research potential for theory building.
An International Harvester game, similar to "Monopoly"
was developed and increased student awareness, interest, and
understanding of the complexity and totality of the modem
farm business were reported. The game enables the introduct-
ion of farming methods used in areas other than where they are
taught. It was assumed that conceptualization and decision-
making were facilitated (Fisher, Lord, 1965).
"The Community Land Use Game" was developed In 1966
and revised in 1968 at Cornell University. This game was used
to train potential urban planners in (1) highway location and
uses, (2) municipal utility plant location and use, (3) loca-
tion of points of access to outside terminals, ( 4 ) real estate
taxation proposals, and (5) the range and types of permissable
land uses. No findings of the value of the teaching technique
were reported (Feldt, 1966).
Counselor Education . Simulation has apparently
been used sparingly in counselor education, at least as a
deliberate technique. Most counselor trainees are exposed to,
and are familiar with role-playing, which is obviously a simu-
lation of reality. There is no literature available that in-
dicates such usage to be other than a spontaneous application
of the technique. There would appear to be no indications of
many formalized simulation series or programs.
Delaney (1969) suggests the micro-counseling technique
as a specific training application. With the advent of
videotape equipment, this technique has been applied but
has generally been used as a sophistication of role-playing.
Its advantage lies in the availability of feedback to the
supervisor and to the trainee. Specific use of micro-coun-
seling as a trainig medium has been reported by Ivey, et al,
(1968) who used it as a means of teaching attending behav-
iors
,
reflection
,
and other counseling techniques.
Dunlop (1968) reported on a pre-practicum simula-
tion program for use with counselor trainees. Published in
"The Counselor's Week/' it provides a series of workbooks,,
each of which contains five tasks which might appropriately
be ascribed to counselor responsibility. Labelled by Dunlop
as "a miserable working environment," he found that students
responded at first in "teacher-like and judgmental character/'
but they ultimately unlearn such behaviors and become more
counselor-like. Enthusiastic student reception of the simu-
lation experience is asserted.
A computerized simulation is reported as being used
to train probation officers to facilitate decision-making
(MacEachern, 1968).
Minor, Myers, and Super (1969) report on a teaching
machine utilized to free counselors from routine educational
and vocational investigation for students. They suggest that
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the simulation may be adapted to counselor training by sup-
plying normative solutions to routine problems, thus free-
ing instructors to teach the solutions to more esoteric
problems
.
Houghton (1970) reports the use of simulation in
a course concerned with organization and administration of
guidance. His program requires written reaction to inner-
city^ suburban, and rural schools simulations. Students
are also required to hypothesize a school situation in which
they envisage themselves as incoming directors of guidance.
Based on this hypothesis, students prepare term papers in-
dicating their recommendations for the services they will
direct. Via the medium of role-playing, several presenta-
tions are made to other class members, posing as Board of
Education memoers
. He cites time as a severe limitation to
the number of possible role-playing situations. Addition-
ally, class members are required to react to the reports of
pupil personnel representatives of a class-developed hypo-
thetical school system. Student-reported interest and en-
thusiasm for the simulations are the only evaluation data
available
.
It may easily be seen that there is a paucity of
formalized simulation programs for the education of counsel-
ors-to-be. The afore-mentioned are apparently the only ones
reported on, if not extant.
Counseling
. It would appear appropriate to
include the limited material available on the use of simu-
lation as a counseling tool. Previously mentioned was the
educational and vocational simulation used to assist stu-
dents in reaching decisions in those areas (Miner, Myers,
Super, 1969). Loughary, Friesen, Hurst, (1966) reported
on "Autocoun", a computerized simulation system, also
developed and utilized to aid students to plan their high
school education programs. More properly, it would seem
to be a teaching machine into which data on individual
students is fed and their capabilities are computed and
are compared to the programs they suggest for themselves.
Essentially course selections made by the students in con-
frontation with the computer were compared with those made
in consultation with a live counselor. General student
reaction was that the machines were adequate if used in
conjunction with a counselor. It was not suggested that
the computer would replace the counselor; "Autocoun" was
demonstrated, however, as a possible vital tool for coun-
selors, in that it could relieve them of many routine and
onerous tasks. Validation was of two kinds; measures of
similarity between system and human appraisal of student
capabilities and needs, and measures of output similarity
between machine and counselor.
Boocock (1967) reported on "The Life Career Game/'
which is intended to give high school students an understand-
ing of vocations, education, and marriage, and some experience
in making the decisions those institutions require. Role-
playing a fictitious person, each player must make a number
of educational, vocational, and personal decisions as required
of the part. Chance is introduced, even as it affects actual
lives. Decisions are scored and the highest score after 10
or 12 rounds is the winner. The game has been used with
children as young as sixth graders, and has been played by
teachers and other adults in attempts to refine the game.
Data collected indicates that it is well-received by the
players, and has powerful motivational effect. Students are
enabled to practice decision-making vicariously. In the pro-
cess of playing, students also derive much factual informa-
tion, which attests to the educational value of the game.
Je nson and Chatowsky ( 1968 ) report an interesting
adaptation of transactional analysis, after Berne, to counsel-
ing of Naval Brig prisoners. The rules of the game are des-
cribed to the inmates and numerous types cf games people play
are cited. The concept is then thrown open for discussion.
The principal advantage of the game appears to be the develop-
ment of insight as the inmates unmask one another and their
respective games. It has been found suitable for short term
therapy because it is relatively easy, fun, interesting, and
understandable.
Hamilton and Krumboltz (1969) report the use of
simulated work experience as valuable in vocational counsel-
ing. They utilized two learning kits, one of which contained
an actual tool of the vocation under investigation, while the
other kit contained only a drawing of the same tool. Greater
enjoyment and interest were reported by those students en-
countering the actual tool in their kits. Of ten criterion
measures used, nine favored the kits with the actual tool.
Five of the differences were significant at or beyond the
.05 level. Indications would appear to be that the intro-
duction of a small amount of realism in a simulation tends
to increase interest and kindle motivation.
Again, as in the purely educational uses of simu-
lation previously cited, the principal products of simula-
tion appear to be interest and motivation. The learning out-
come is reportedly increased, as subjectively assessed by the
involved educators and counselors. Student reports indicate
that the students feel that they learned more through the
use of simulation than through traditional methodologies.
Administrator education . A major simulation
used in the training of school administrators has been "The
Jefferson Township School District" (Hemphill, Griffiths,
Frederiksen, 1962). The authors created a hypothetical
locale, complete with economic, sociological, educational
data. Utilizing the in-basket/out-basket technique, the
potential school administrators analyze the needs of the
school district; plan for the operation of the schools in
the district; and meet the day-to-day operational problems
of it. It approximates the several business games and
executive training programs, with specific emphasis on
educational execution. Findings after use of the simula-
tion are that (1) face validity stimulates motivation to
learning; (2) normative data may be accumulated for later
on-the-job comparison; (3) mistakes are profitable in a
simulation exercise as they contribute to learning, whereas
they could prove disastrous in reality; (4) instructor
intervention is always possible in a simulation; (5) each
problem may be viewed in broader context than would be
possible within the more provincial boundaries of a real
school system; (6) complete introspection is possible in
a simulation exercise, but not always so on the job; (7)
very definitely may a relationship to reality be incorpor-
ated into a simulation; and (8) simulation may be utilized
as an excellent research tool (Hemphill, Griffiths, Freder-
iksen, 1962, and Wynn, 1964 ).
Rice (1964) also cites the practicality of simula-
tion as a tool of research for educational administration.
This idea received concreteness with the development of a
computerized Arts and Sciences college, utilized to imple-
ment and expedite planning for efficient operation of the
college (Judy, Levine, 1965). It was seen as an aid to
executive decision-making; this would a.ppear to be an adapta-
tion from obviously similar use in business.
Ohm (1966) suggested a rationale for using simula-
tion as a means of training education administrators. He
asserted that the individual may test his reality against a
consensual reality or other externally developed criterion,
and, if his view differs significantly, he may confront the
problem of defending his decisions and their geneses without
penalty. Ohm noted that "simulation can be a more complex
instructional technique than a.ny yet tried. . .it can also
produce more precise, viable data for subsequent discussion
and analysis."
Abt (1965) described "An Education System Planning
Game" which involved team competition in the production ox a
"net educational product." It was developed and used suc-
cessfully as a stimulant to discussion and debate at the
Con
ference on Educational Innovations at Lake Arrowhead,
Calii-
ornia, on December 19, 1965- It provided decision-making
and problem-solving experience to participants. It was re-
ported to have served its basic purpose; there is no litera-
ture to indicate extended use.
The use of simulated materials in administrator
education is relatively widespread, as reported by Wynn
(1964). Literature in the field, however, does not indi-
cate any considerable use of simulation programs or series.
Per se . There would appear to be a continued need for more
extensive involvement by educators of administrators.
Psychological Basis .
It seems a reasonable assumption to accept that
the subject-trainees of this study are able to learn. They
have demonstrated their learning ability in at least sixteen
years of school, and have been admitted to graduate study
at the University of Massachusetts.
Accepting their capabilities, the objective then,
of the simulation program, is to generate additional learn-
ing of attu.-~.des, behaviors, and skills that may be used to
solve problems common to professional directors of guidance.
It is further postulated that if the above attitudes, behav-
iors, and skills are acquired in practice (unit completion),
they may be called upon in future professional employment by
the subject-trainees as aids in the recognition and solution
of problems similar to those they solved in training. Essen-
tially the author proposes that a transfer of training will
be effected.
McGeoch and Irion (1952) write:
Transfer of training occurs whenever the existence
of a previously established habit has an influence
upon the acquisition, performance, or relearning of
a second habit. It is one of the most general
phenomena of learning and, by means of its influ-
ence, almost all learned behavior is interrelated
in various complex ways. Transfer serves to de-
termine, in part, the ease of learning of a particu-
lar habit, and indeed, every new learning takes
place in the context of all previously established
habits
.
There appears to be a tendency for those psychologies
whose work was reviewed by this author to agree generally with
Thorndike's (1903) identical elements theory of transfer. Of
it Guthrie and Powers (1950) stated:
The problem of transfer or the application of
past learning in new situations is considered
by Thorndike to be a, function of identical ele-
ments in the old and new situations. Our posi-
tion is similar to that of Thorndike.
Thorndike proposed assimilation, or response by analogy, as
a principle .Thereby man reacts to a new situation as to a
similar one, or to similar elements. Guthrie stressed the
commonality of evoked responses as revealing the identical
elements
.
Skinner (1953) prefers to call transfer "induction."
He refines Thorndike's principle by saying that "the e lements
are strengthened wherever they occur. He also refers to in-
duction as generalization and describes stimuli as sharing
control with other stimuli with common properties".
Hull broadens the concept of transfer to include
both stimuli and responses, and their respective equival-
ence. In lieu of elements or properties, he describes re-
sponse "habit-family hierarchies". He also equates equi-
valence of stimuli with generalization.
The gestaltists refer to transposition as relating
a perception to another situation in which it is applicable.
A relationship or generalization is transferred (Hilgard,
1956). This concept would appear more appropriate as a
definition of what is estimated will result from SARGO-
obtained learning. The intent of SARGO is not that the
trainees learn rigid, factual responses, but that they
learn broad, flexible means of solving problems. In future
perceptions of problems, they would primarily be aware of
similarity of relationships between pre-considered and im-
mediate problems. It is supposed "at awareness of problem
relationships will serve as a stimulus to related solutions.
The item of relationships also appears in connect-
ion with the cognitive theories. Hilgard ( 1956 ) writes, "All
cognitive theories expect a large measure of transfer, pro-
vided the essential relationships of the situation are open
to the observation of the learner.
m
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The generalization theory is ascribed to Charles
Judd, who developed it as a result of an experiment with two
matched groups of boys throwing darts at an underwater target.
The principle of refraction was the identical element - it
was taught to the experimental group and not to the control
group. When depth of the water was varied, the experimental
group adjusted and scored significantly better; the control
group did not. The application of the learned principle on
their second trial with the darts constitutes the transfer
(Loree, 1959).
Hilgard, Irvine, and Whipple (1953) verified earl-
ier experiments by Katona with card tricks. They found that
in tasks involving problem-solving, Ss who had learned by
rote memory performed significantly poorer than did Ss who
had learned by understanding a formula for card order.
It would appear that there is a sufficient psycholo-
gical basis for the assumption that transfer of training does
occur. It reems that for such occurrence, there must be
meaningful instruction or learning, and that clear relation-
ships between problems encountered and methodology of solu-
tion to them be established. Upon recurrence of a problem,
previously established relationships may then be brought to
bear in order to achieve a solution. It would seem probable
that transfer will be effected.
Specific Research in Simulation
.
There are several theories pertinent to simulation;
Abt (1966) holds that it is more fruitful to create games
emphasizing strategy and structure than games emphasizing
personal rules. This may be opposed by Schild's (1966)
speculation, "Games are to some extent a paradigm of inter-
action in general; therefore the players not only learn by
interacting - they also may learn to interact." Schild
based his inference in part on a study by Inbar (1966), in-
volving 220 4-H club members
,
which determined that response
to simulation games is a group effect. Boocock and Schild
(1968) believe that the score is the criterion upon which
players focus. These variable viewpoints tend to emphasize
an openness of simulation to empirical investigation of its
value as a learning methodology.
In a study on inquiry, Shulman, Loupe, and Piper.,
(1968) suggested that the following are pertinent: (1)
problem sensing, (2) problem formulation, (3) search, and
( 4 ) resolution. This is generally supported by DeKock
(1969) who proposed five levels of lea.rning in a simulation
to change racial attitudes. The levels are: ( 1 ) receiving,
( 2 ) responding, ( 3 ) valuing, ( 4 ) organizing, and ( 5 ) commit-
ting. SARGOs accept and implement the findings above.
Also implicit in SARGO is the concept of transfer of
training, of which Kincade and Kidd (1962) stated:
The operational game, the overall environmental
context and even the detailed terminal charac-
teristics of the response need not be perfectly
similar in order for substantial positive trans-
fer effects to occur... (p5)
Ryan (1968) found, in a study involving a sample of 192
undergraduates, that combined instruction-simulation problem
solving proved to be a better means of effecting transfer of
training than other methods used. She also found that prac-
tice in realistic problem solving apparently results in more
effective learning. Her findings appear to support those of
Kincade and Kidd. Boocock, Schild, (1968) stated that "the
major function of games is to increase interest and motiva-
tion... and perhaps thereby facilitate subsequent learning ...
(pl6). This is essentially the philosophy behind SARGO.
As early as 1959 Guetzkow quoted Golden:
The game puts a premium on the mobilization
and reordering of pre-existing knowledge in
relation to a specia.l focus... and the ana,lytic
assessment of the consequences of alternative
courses of action ... (pl9C
)
The above states the concept of decision-making, as it is
applied to simulation. Cherryholmes (1965 ) , studying at-
titude change in a student sample (N-110) found highly
significant changes effected, as a result of a simulation
game on international relations. Garvey and Seiler ( 1966 )
investigated the effects of simulation on decision, but
achieved no significant results. Coleman (1968), however,
reports that simulation
. . .appears to allow a way to trans-
late a set of ideas into a system of action rather than a
system of abstract concepts." (p 50 ). Again, Evans (1965),
in a study of simulation training of radar operators, infer-
red that such training may enhance decision-making ability.
In general, available evidence tends to indicate the efficacy
of simulation as a methodology for increasing and improving
decision-making skills.
The subjective evaluations of greater interest and
motivation in simulation training have been better supported
by direct investigation than have other evaluations. In a
study of approximately 1200 Ss, Boocock (1966) found that
role empathy increases as well as learning of factual informa-
tion. Ss also displayed greater feelings of efficacy. Adding
a note of caution concerning her inferences, she stated: "The
overall impression ... is that a good deal of learning - and
several different kinds of learning - can occur in simulation
games... and the experiment supports a basic tenet of the phil-
osophy of educational gaming - that students can have fun and
learn at the same time." In describing the outcomes of a num-
ber of simulation games studied, Boocock and Coleman (1966)
held that students react positively (some 20$ or 256 Ss reacted
enthusiastically) to games and evidence extreme invo] vement
.
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They also reported increased a,wareness of the planning neces-
sary to real life decision-making and increased confidence in
their ability to act effectively in situations of that nature.
The investigators indicated their feelings that introduction
to simulation learning would best be on a step-by-step basis,
proceeding from simple structures to the very complex replica-
tions of real situations. They specifically recommended the
use of simulation games in secondary education. Cherryholmes
'
(1966) summary and evaluation of six studies indicated that
students, high school and undergraduate, reported more inter-
est in simulation training than in traditional classroom
exercises. His study also indicated, however, that Ss do
not learn significantly more facts; that Ss do not retain
more information; and that Ss do not gain more critical-think-
ing and problem-solving skills in simulation training than they
would in more conventional training.
In general, limited evidence tends to indicate a
possible greater value of simulation training relative to
traditional methodologies. There are, however, some contra-
dictions in the data available.
Summary .
A theoretical base has been indicated for simulation
training, citing several authorities in various educational
areas
.
Numerous specific applications of simulation to
specific educational settings have been cited. That it has
widespread use cannot be denied, as indicated by the several
actual applications of the technique described. It has re-
ceived considerable attention and use, largely of a computer-
ized nature, in both business education and in real business.
There are many educational games and other types of simulation
to be found in the schools, from elementary through graduate
levels. It has also been used as a technique for educational
and vocational counseling.
A limited review of writers in psychology indicates
a general agreement that the concept of transfer of training
is a valid one. There appear to be only nomenclatural differ-
ences. It seems to occur in many cases, a.nd has been proved
experimentally. How it is effected is not yet understood.
Despite relatively widespread usage, there is limited
hard data supporting the value of simulation as a motivant of
participation. The one thing apparently all investigators
subscribe to is that there is a vast need for greater study
and for validation. Admitting the difficulty of evaluation,
it is hoped that this study will shed at least a little more
light on the technique. It at least constitutes the applica-
tion of simulation in a new area.
CHAPTER III
DESIGN FOR THE STUDY
To reiterate the problem and its na.ture, there
are numerous training courses and methodologies to ensure
the development of counselors and counselor educators,
but there appears to be relatively low interest in, and
even less formal training for, the development of poten-
tial guidance directors. This seems to constitute a true
incongruity: to recognize a specific occupation, and yet
to leave the preparation of persons to perform the funct-
ions of the position more or less to chance. Admittedly
there are courses in administration of guidance, but it
would appear they have been relegated to a relatively
ignominious position in any hierarchy of required courses.
It has been shown earlier that there exists a
need for extensive training of potential administrators.
It has a]~'' been shown that there exists a need for inno-
vation in all aspects of guidance training, not the least
of which seems to be in the area of guidance administration.
The traditional, or didactic, method of presenting
material relevant to guidance administration apparently
lacks the ability to motivate or to interest students. It
has been stated that educators pass along accounts of per-
sonal experiences and extractions from somewhat limited
texts to director trainees. The methodology has been less
than satisfactory in many cases.
It is the contention of this author that exper-
ience is important but that the experience must be the
trainee ’ s . To tell him that a given solution or set of
solutions will solve a problem does not appear adequate;
f-ljlflJlAj'k,
for true learning the trainee must experience the problem^
the consideration of alternatives, and the selection of a
solution that the trainee deems most appropriate. Put
another way, this method provides (1) familiarization with
the reality of a guidance director's work through vicarious
exposure to the types of problems encountered in such work;
(2) training in research necessary to delimitation of the
problem and to the arraying and evaluation of alternative
possible solutions, and (3) practice in actual decision-
making and planning of prognoses.
It has been shown that simulation has proven to
be a viable means of offering training that corresponds
to the criteria cited above. There is ample evidence in
the literature of the many uses to which simulation has
been put. There has also been shown a broad spectrum of
areas in which it has been applied as a successful method-
ology. Offerings from the literature have been cited to
illustrate tne benefits of simulation training. Principal
among the benefits have been the increase of student inter-
est in the learning process and a concomitant motivation to
acquire that knowledge necessary to solve problems as pre-
sented. Some limited evidence also has been show to indi-
cate that transfer is successfully effected via a simulation
methodology
.
There is no evidence in the literature of extensive
use of simulation as a means of training potential directors
of guidance. It is the primary aim of this study to develop
a simulation series for directors of guidance,, and to con-
duct relatively limited evaluation of the series.
Objectives of The Study
.
It was estimated that the following results would
be obtained from a simulation series designed and utilized
for training potential directors of guidance:
1 . Student ranking of thirteen (13) SARGOs for
ten (10) characteristics would indicate the relative value
of the SARGOs and would also provide some indication of what
aspects of the several units were worthy of retention for
future use, and what aspects should be discarded.
2 . Students participating in the simulation series
would report preferences for this method of learning over
lecture, discussion, and independent reading methods. Rank
orders for the six (6) methodologies would also be obtained.
3- Aspects of leadership deemed important to a co-
ordinator of a simulation program would be obtained from stu-
dents. Characteristics they perceived to be appropriate to
such a leader would be elicited and explained. Trainees would
also indicate a preference for five (5) types of persons as
preferable as coordinators of a, program.
4. An overall evaluation of the simulation series
would be obtained from a forced-choice adjective list.
5- Suggestions for ways to improve the simulation
series would be obtained from general and/or specific comments
elicited from the trainees.
6. The School of Education evaluation form requests
student comments a,s part of its content. These comments were
deemed appropriate to elicit student opinion of the series. It
had the additional value of administration at the midpoint of
the semester. This it was thought 3 would provide an indica-
tion of attitude change,, if any occurred.
7. It was assumed that students participating in the
series would obtain significantly increased test scores on a
pro and post administration of an examination } as extracted
from a NBEA comprehensive examination (Proff, et_ al, 1965 ).
8. Student estimates of the percentage of time in-
volved for eight areas of guidance directorial activity would
change in pre and post a.dministra.tion of an expectancy
scale as a result of simulation series experience. Their
estimates would more nearly approximate the percentage of
time involved in the eight areas, as reported by employed
guidance directors.
Origin
.
Simulated Administration of Regular Guidance
Operations (SARGO) is the title for a series of hypothet-
ical guidance directorial activities which represent activ-
ities frequently encountered in the real experiential world
of employed directors of guidance. SARGOs are also based
on a recent appreciation of the need for innovation in
training future administrators of guidance, and on early
experiments at the School of Education, University of
Massachusetts (Fredrickson, 1968, 1969). They were devel-
oped as the result of a survey questionnaire submitted to
employed directors of guidance in nineteen school systems
in the Connecticut River Valley of Massachusetts, twelve
of whom responded.
The Survey .
Major areas of directorial activity a.nd specific
tasks subsumed within the area were extracted from stand-
ard texts. Seven broad areas of interactions were deter-
mined to be those most generally described by authorities
in the field (Peters, Shertzer, 1969; Hatch, Stefflre, 1965;
Hill, 1965 ; Hummel, Bonham,, 1968; Humphreys, Traxler, i960;
Ferguson, 1963; Johnson, Stefflre, 1961; Koeppe, Hays, 1965;
Kovitz, Kovit^, 1968; Roeber, et_ al, 1955 ). It was deter-
mined that major activity areas involved interactions with
(1) administrators, (2) counselors, (3) teachers, (4) parents
( 5 ) students, ( 6 ) community resource agencies, and (7) others
to include public relations interactions and professional
affiliations. An eighth area was included for director's
optional entries, for activities unique to a particular sys-
tem.
The employed directors were queried on the percent-
age of their time spent in involvement in each of the major
areas. They were also requested to add to or delete from
the lists of subsumed specific tasks or activities, as ap-
propriate .
The number of respondents was twelve. Median per-
centages were computed to preclude overweighted percentages,
which tended to vary according to the size of the student
population served by the individual directors. Resultant
median values were ranked in order as follows: interactions
with (l) administrators, (2) counselors, ( 3 ) students, ( 4 )
teachers, (5) parents, (6) community resource agencies, and
(7) others. These rankings served as the primary basis for
content and numbers of simulations. It was intended that
SARGOs would be designed to include several of the specific
sub-activities in each SARGO. Which sub-activities to be
included were determined by totalling the number of them as
they were accepted as suggested, or as they were added to
or deleted from the questionnaire. Each trainee would be
exposed to simulations of reported activities within the
seven a.reas of general interactions.
A summary of mean reported percentages and computed
median values may be seen in Table I.
TABLE I
PERCENTAGES OF TIME REPORTED BY EMPLOYED GUIDANCE DIRECTORS
FOR EIGHT AREAS OF ACTIVITY
Genera.l Activity Area Reported Percentages Median
of Involvement (Mean) Percentages
1. Administrators 24.16 20
2. Counselors 25-83 20
3. Students 21.66 15
4. Tea.chers 6 . 16 5
5- Parents 5.83 5
6 . Resource Agencies 7.50 5
7. Other 7.58 !
1
VJI
8. Unspecified 1.28
As a result of the responses to the que stionnaires.
it was decided that trainees would be exposed to the first
seven areas of interaction. with their included specific
sub-a.ctivities, or tasks. as fo ]_ 1ows :
1. Administrators
. Trainees would be exposed to
problems dealing with administrators in the areas of guidance
staffing, budgeting, philosophy and policy. They would also
be required to respond to simulations involving learning dif-
ficulties, curriculum (both regular and guidance oriented),
systemic testing programs, and special programs dealing with
drug education.
2. Counselors . Trainees would be involved in simu-
lated interactions with counselors in the areas of staffing,
training, supervision, and evaluation. They would be required
to develop testing programs, orientation programs, depart-
mental philosophy and policy, data collection programs (in-
cluding storage and dissemination criteria), and special
programming as appropriate to the guidance function.
3. Students . Trainees would be required to formu-
late orientation programs; drug education criteria; and edu-
cational, vocational, and personal problem philosophy and
criteria. They would be required to interact with persons
role-playing students in the dealing with some of the above
problems
.
4. Teachers . Trainees would be required to develop
orientation programs to acquaint teachers with guidance phil-
osophy, policy, organization, and emphasis. They would have
to deal with teacher role-players in the solution. Other
types of director-teacher interactions would also be re-
quired
.
5* Parents
. Trainees would be involved in inter-
actions with parents dyadically and/or through the vehicle
of simulated Parent-Teacher Association meeting. The inter-
actions would deal with presentation of the philosophy and
theory of a hypothetical guidance structure in a school sys-
tem, and would also involve director-parent consultations
for specific matters referring to specific students. The in-
cidents dealt with might include reporting of test results,
seeking parental cooperation to solve educational, vocational
or persona.l problems, or other appropriate involvement.
6. Community Resource Agencies . Trainees would be
required to broadly familiarize themselves with those re-
sources within a community that might readily lend themselves
to cooperative endeavor with the systemic counseling function
These agencies might include churches, service clubs, police,
mental health agencies, and any of the several other groups
dealing with youth and their activities.
7 . Others (Public relations, professional societ-
ies, etc
.
) . There would be a requirement to prepare a
press release, brief speeches for delivery to professional
groups, familiarization with some federal functions relevant
to guidance, and preparation of personal vitae .
Simulated Administration of a Regular Guidance Operation
(SARGO)
.
The SARGO series consists of thirteen
( 13 ) simula-
tion units. Each of the units was designed to present
typical activities of directors of guidance, as reported by
employed directors of guidance. Additional information con-
cerning directorial activities was obtained from professional
literature. The ultimate objective of the use of the 13
units was to provide realistic training in the kinds of tasks
actually performed by directors of guidance in the field.
It was decided to develop 13 units in order that
one unit per week might be utilized. This number is included
within the number of weeks., sixteen (16), in a typical aca-
demic semester. Each unit was designed for a two and one-
half hour period to match the expectancies of time normally
calculated for a three semester hour course. One unit,
SARGO #9 , required two class meetings to fulfill required
training
.
Format . Each SARGO unit was designed and organized
according to the following format:
Title. The title was a. brief, general statement
of the content to follow.
Objecti ves . This section of each unit constitu-
ted a statement of the unit objectives in terms of desi red
learning
.
Introduction
. Where appropriate, introductory
information was included.
Typical Encounter of The Day ( TED
)
. This sect-
ion contained a succinct statement of the overall problem.,
its nature and locality, to be considered in the SARGO. A
written response to each TED was required. Generally, the
statement represented an in-basket item; the response, an
out-basket item.
Typical Personal Encounter (TPE
)
. This set the
scene for a specific interaction, dyadic or group. It char-
acterized the person or group dealt with by a director of
guidance, and the interaction to be role-played. Essentially
it constituted a scenario.
Suggested Bibliography . Recommended reading
(texts, journal articles, etc.) was listed in usual alpha-
betical order as source material for information necessary
to a rations, 1 solution to the problem or problems under con-
sideration .
Attachments . Topically appropriate reproduced
articles were appended to the SARGO units.
Preparation schedule . Units we re completed by the
author and faculty advisor at any time from several days to
several weeks prior to actual use in cla.ss, contingent upon
extent of background research the coordinator had to do.
This tended to insure reproduction and inclusion of collat-
eral material of the most recent date.
Prep a,rat ion methods
. SARGO units were prepared in
two ways; typewritten and xeroxed from the original, or type-
written on a mimeograph master copy and mimeographed. The
only apparent advantage appeared to rest with the mimeograph
method for its relatively lower expense.
Simulated interactions included with the SARGO units
were divided into the categories shown in Table II. These
TABLE II
MINIMUM NUMBER OF SARGOS ASSIGNED TO EACH TYPE OF INTERACTION
AREA, BASED ON EMPLOYED DIRECTOR REPORTS OF INVOLVEMENT
Personnel for Interaction Number of SARGOs Assigned
to Particular Interaction
Administrators 3
Counselors 3
Students 3
Teachers 2
Parents 1
Community resource agencies 1
Others i
interactions were based on the survey of employed guidance
directors and the time involvement percentages they reported.
The number of interactions cited are minimum for each cate-
gory, as some overlap occurred. Sixteen cla.ss periods were
used., with the first and last sessions devoted to test ad-
ministrations, orientations, and evaluation.
Essentially each SARGO presented a problem, a cast
of characters participating in its generation or solution,
and bibliographic sources to facilitate selection of alter-
natives. It remained for the director trainee to collect
and analyze appropriate information, make a decision, and
enact his role in the Typical Personal Encounters of the Day
(TPE) and prepare a written response to a Typical Encounter
of the Day (TED)
.
Specific SARGOs and descriptions of their basic
contents are listed below
:
SARGO 1. Introduction to Simulation Concept, Statement
of Course Objectives, and Definition of Student
selected Hypothetica.l Community and School. Situ
ation
.
SARGO 2. Development of Guidance Service Objectives.
SARGO 3. Interaction With Parents.
SARGO 4. Development of A Test Program.
SARGO 5- Consultation With Teachers.
SARGO 6. Racial Issues.
SARGO 7* Drug Use and Abuse.
SARGO 8. The Use of Case Studies.
SARGO 9. Counseling and Counseling Supervision.
SARGO 10. Community Resource Agencies.
SARGO 11. Preparation of a Program or Research Prospectus
for Outside Funding.
SARGO 12. Preparation of an Evaluation Plan for Your
Program and The Development of Instruments
Needed
.
SARGO 13. American Personnel & Guidance Association
Ethical Standards.
SARGO 1 . A brief introduction to the concept of
simulation as it was used in the Course 3 Education 913 3
Administration of Guidance Services. Students were required
to define a. hypothetical community and school situation in
which they would function as director of guidance. They we re
required to formulate a philosophy of the role and function
of a guidance service for presentation to the school super-
intendent who had just hired them. They were additionally
required to prepare a news release announcing their back-
ground and appointment for release to a local news media.
SARGO 2 . The objectives of the fictitious guidance
service had to be prepared in consonance with the following
criteria: they had to be specific; related to the institu-
tion in which the service was to function; limited to that
which could reasonably be accomplished in one year; and
stated in measurable terms. These were to be evaluated by
instructional personnel.
A further requirement was the written reaction to
two letters published in the local newspaper in response to
the announcement of the new director's appointment. In-
class interaction consisted of a dya.dic confrontation with
either of the two letter-writers.
SARGO 3 . Students were required to prepare, for
presentation at a PTA meeting, a brief address illustrating
what the guidance services are and what they are trying to
do for children in the school. Students were randomly
assigned to responsibility for preparing their addresses
by one of three methods: demonstration, using a.udio-visual
media; case study, wherein guidance services were to be il-
lustrated through presentation of an actual case; and lect-
ure, which was to consist of a ten minute speech.
SARGO 4 . This SARGO required the development of
a test program for the hypothetical school envisaged by
each stud'-'t in SARGO 1. To be considered were: purpose of
the program, selection of tests, administration of tests,
dissemination of results, and evaluation of program. En-
counters engaged the students in small groups wherein one
program was decided upon for each group, and in a presenta-
tion of the proposed test program to a faculty-administra-
tive group for approval.
SARG0J5. This consisted of two interactions with
teacher groups: in a mediational role over faculty concern
about an inflammatory article in an underground publication;
and in an educational role in discussing what is known about
learning, from research.
SARGO 6 . This SARGO dealt with racial issues in
the public school system and the extension downward from
the colleges, of black demands for recognition. The simula-
tion set the type of school and community for the interact-
ion, in a, depa.rture from the student-established environment
Students had to be prepared for dyadic or small group inter-
actions with students, black and/or white, and one dyadic
teacher interaction.
SARGO 7 * Students were expected to draft a drug
abuse presentation; supported by appropriate documentation.
Three small group encounters required randomly selected dir-
ectors to present their program to simulated students.
SARGO 8 . A case study was presented for analysis.
Determination was made as to what prognosis might prove most
viable for the student in consideration . Need for community
resource agency assistance was determined and proposals for
enlisting their aid were drafted. Small group ca.se confer-
ences represented the encounters.
SARGO 9 . Students role-played dyadic interactions
with students in a variety of problem situations, educational,
vocational, and/or personal. Class analysis followed each
interaction. Following first use of SARGO 9, a second class
meeting in the succeeding week involved a repetition of SARGO
9 to insure that all class members played both roles, that of
counselor and that of student with a problem.
Critical incidents, requiring decisions., were shown
in a, film It 1 s Your Move (New Dimensions in Education, Long
Island House
,
131 Jericho Turnpike., Jericho., New York,, 11753).
Trainees were required to react to the incidents shown, and
had to indicate how they might counsel youth involved in simi-
lar crises.
Students were required to tape-record a,n actual
counseling session; prepare typescripts from their tapes;
and exchange them for practice in supervision of counselors.
SARGO 10 . Trainees were required to prepare a brief
talk for presentation to a ministerial group. The talk dealt
with a youth problem area and with how the guidance function
and the community churches may cooperate in the correction of
the problem. Also required was a dyadic role-playing situa-
tion wherein a director of guidance interacted with a commun-
ity official in seeking support and cooperation in dealing
with problems of youth. Tne trainees had to ''sell" them-
selves and their guidance services, and the need for cooper-
was
ation with them, to the official.
—
RGQ 11 • Preparation of a research prospectus
required j appropriate to the trainees’ hypothetical school
system. Each trainee had to present his prospectus orally
in committee. The committee analysed and evaluated all
prospectuses
5 and selected the one deemed most worthy of
funding.
Students were required to develop a rat-
ionale for a program evaluation,, and were also expected to
develop appropriate procedures for such an evaluation.
SARGO 13 . Several problems in counseling ethics
and confidentiality were presented for solution. An addit-
iona.1 requirement was the preparation of a professional in-
dividual vita.
SARGOS : Presentat ion
.
Time and place
. The course; Education 913 ^ Admin-
istration of Guidance., was presented weekly for sixteen (16)
weeks during the 1970 spring semester at the University of
Massachusetts j Amherst., Massachusetts.
The class met every Wednesday evening from 7:00 to
9:30 p.m. in room 102 of the School of Business Administration
Building
.
Physical facilities. The class met in a standard
university classroom with a divider wall separating it from
an unused adjacent room. The wall was usually opened as this
allowed for small group meetings, sufficiently separated from
one another, ohat they might not be mutually disturbing.
The room was furnished with an ample number of writing-
arm chairs for student use, and a te.ble for the coordina.tor
.
Blackboards were available on two walls. Furniture was move-
able so that semi
-private groups, 'large or small, could form
in circles to fa.cilita.te interaction.
Presentation techniques
. Upon assembly of the class
at the scheduled time, the interactions required by the SARGO
of the week were begun.
Role-playing groups
. If the interactions were
to be in groups, the trainees divided into groups with the
type of hypothetical school background the primary criterion,
i.e., those trainees who had postulated elementary school
guidance organizations grouped with trainees who had elected
similar backgrounds. In this way approximate similarity of all
a.spects of the problem to be considered was effected.
Groups and one ( 1 ) role-player . In those TPEs
involving an individual interacting with a, group, the train-
ees met in one area of the room and the individual a.ssumed
an appropriate position for a simulated speech, demonstration,
or whatever was called for in the TPE. This was similar to
usua.l instructor-class placement.
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In dyads . Participants in dyads confronted one
another in position before small groups, the total class,
or by themselves.
Participation selection . Selection of individ-
uals for single roles, either with a group or for dyadic
interaction, was determined in the following random manner.
The coordinator assigned each trainee a number from 1 to N
each class meeting. The numbering order varied; numbering
could be from left to right, or vice versa
; it could range
in both directions from a trainee centra.l in the trainee
grouping. No set pattern was utilized, and variability was
maintained from week to week. Occasionally the coordina.tor
plotted the numbering pattern to insure no error. Examples
of possibilities used may be seen in Table III.
TABLE III
TRAINEE NUMBERING POSSIBILITIES USED, ACCORDING TO APPROXIMATE
USUAL SEATING ARRANGEMENT. NUMERALS = SEATED TRAINEES. N = l8.
1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 l6 17 18
17 16 13 12 9 8 5 4 1 2 3 6 7 10 11 14 15 18
1 3 5 7 9 11 13 15 17
2 4 6 8 10 12 14 l6 18
aThe coordinator requested a visitor, if there were
one, or a trainee if he had already role-played, to choose
number from 1 to N. On subsequent TPE enactments during the
same class meeting, previously utilized numbers were discarded.
Randomization was utilized to insure the rea.diness of all
trainees for participation, and to insure more equal distri-
bution of participation.
Feedback
. Following any role-playing experience
there was a critique according to unit objectives during which
the specific TPE and the enactment of the role(s) were verbally
analyzed by role-player ( s ) , observers, and coordinator; gener-
ally in that order to preclude possible coordinator bias that
could have tended to contaminate trainee opinion.
In addition to the oral critique, all observers
of a role-played interaction we re required to evaluate the
behaviors of the role-player ( s ) , using a Typical Personal En-
counter Rating Scale (Appendix C). This was developed speci-
fically for the SARGO simulation series. It obtained obse: ^r
evaluation on a five point scale ranging between antonymous
adjectives, and between a low point value of 1 (poor) to 5
(good). Seven (7) pairs of adjectives were used. Three (3)
pairs referred to the role-player's appearance and four (4)
pairs referred to the quality of the interaction. Blank
spaces were provided for a. mean score, and additional blank
spaces v/6TG available for individual comments on wa.ys in
which the role-player might improve himself in interaction.
Following a role-play, each trainee was given his written
evaulations for his personal study.
No reliability or validity studies of the scale have
been conducted. The scale was a product of evolution* sev-
eral earlier having been abandoned after trial as being too
lengthy, cumbersome, or complicated.
In-basket/out -basket . A requirement of the course
wa.s that the trainees respond in writing to each TED pre-
sented in the SARGO series. This wa.s done to replicate
actual field conditions and to insure comprehensive consid-
eration of the problems presented. Library research was
usually necessary to prepare responses to the TEDs. Not
every trainee could engage in every TPE because of the limit-
ing factors of N and of time allotted to the course. The
TEDs provided opportunity for the trainees to develop skills
based on i. -e formal written expectancies.
The students were required to present their respon-
ses weekly for coordinator reading, analysis, evaluation, and
comment. They were further required to create cumulative
folders of their TED responses for turn-in on completion of
the course. This was necessary so that an overall evaluation
could be made of the quality of the written outcome for each
student. It had the additional advantage of providing a
permanent reference file for the individual director-to-be.
The content of the folders was of excellent quality and was
a clear indication of the tremendous effort engaged in by
every student in the simulation series.
Films . Films were used as a training device,, both
by initiation of the author a.nd by trainees’ contribution.
Of particular value was the film "it's Your Move." It pre-
sented several critical incidents with undecided outcomes.
Upon completion of the projection, the trainees reacted to
the several incidents, suggesting counselor behaviors that
would be appropriate for specific incidents. Another useful
film resource was the Critical Moments in Teaching Film Series
distributed by Holt, Rinehart and Winston, Inc., 383 Madison
Ave
.
,
New York, N. Y.
Case studies . The use of a case study in guidance
was a useful methodology as it served as a vehicle for indi-
cating the depth of information necessary to aiding students
with their varied problems. It also proved illuminating with
respect to the study of the many aspects of inter-sta.ff co-
ordination in a school system, and with community resources,
agencies or individuals.
The case study was an in-basket item; the response to
it was an out-basket item. It further served as a role-playin
experience
.
medium for case conference familiarization and
Visiting con t ri outors
. Five ( 5 ) visiters we re
utilized during the series; two (2) as role-players and three
(3) as background resources and as critics of programs that
trainees had developed. They were included to add verisimili-
tude to the role-playing and/or to provide relevant specific
expertise
.
Program development
. Trainees were required to
develop a variety of programs; in guidance,* testing, evalua-
tion, and drug educa.tion. The developed programs had to be
pertinent to the hypothetical school systems devised by the
students. They had also to include program objectives, plans
for implementation, and evaluation. The opportunity to per-
sonalize the simulated programs to their own school situations,
appears to be unique to this simulation series.
Student Grades .
Under the elective policy of the School of Education,
students could opt for a. letter grade or for a pass/fail evuj
uation . All eighteen (18) trainees indicated preference for
a letter grade. The grades were based on the apparent effort
involved in a.nd the appropriate extensiveness of their TED
responses. Their relative demonstrated expertise in role-
playing and in a.rriving at suitable solutions to TPE problems
were also considered in grading. Genere.lly, the greater the
degree of behavior they manifested appropriate to their
constant roles as directors of guidance, the higher they
we re rated.
Subject Trainees ,
Graduate students enrolled in Education 913,
Administration of Guidance Seminar, spring semester 1970 at
the University of Massachusetts were the sub ject-tra.inees
.
Students normally elect this course near the end of a masters
degree program in counseling in the School of Education. This
specific course is required for certification as a director of
guidance in the Commonwealth of Massachusetts. The course
met in the evening one night a. week from 7:00 to 9:30 p.m.
Eighteen students elected the course and we re work-
ing toward a masters degree (M.Ed.) or a Certificate of Ad-
vanced Graduate Study (C.A.G.S.), a two year program in a
specific area,, following the baccalaureate degree. Students
are described in Table IV by degree program, sex, and semester
hours of completed course work in guidance and counseling.
Fifteen (15) Ss were from Massachusetts, one (1)
each from New Hampshire, Vermont, and India. One (l) was an
employed counselor and one (1) was an employed director Oi
guidance. Thirteen ( 13 ) were (or had been if they were cur-
rently full-time students) employed teachers. Three ( 3 ) Nad
neither tea.chj.ng nor counseling experience, othei tnan in
TABLE IV
DESCRIPTION OF SUBJECT-TRAINEES BY SEX, DEGREE PROGRAM
STUDENT STATUS, AND NUMBER OF GRADUATE SEMESTER
HOURS IN GUIDANCE
Student
Number
Sex Degree Program Part or
Full-time
Number of Gradu-
ate Semester
Hours
1 . F M.Ed. Full-time 0
2. M M.Ed
.
Part-time 3
3. M M.Ed. Part-time 3
4. F M.Ed. Part-time 6
5. F M.Ed. Pa.rt-time 6
6 . M M.Ed. Part-time 9
7. M M.Ed. Part-time 9
8. M M.Ed. Part-time 9
9- M M.Ed. Full-time 9
10. M M.Ed. Pa rt-time 9
11. F M.Ed. Pa.rt-time 12
12. F M.Ed. Full-time 12
13. M M.Ed. Full-time 14
14
.
F M.Ed. Full-time 14
15. M M.Ed. Part-time 18
16 . F M.Ed. Part-time 24
17. F C.A.G.S. Part-time 34
18 . M C.A.G.S. Pa.rt-time 60
training. Two (2) were affiliated with elementary schools,
twelve (12) with secondary schools, and one (1) with a junior
college. For the most part their background in counseling
was in a student capacity only, except for the employed coun-
selor and director of guidance.
Sixteen (l6) were enrolled in a masters program and
two (2) were engaged in a C.A.G.S. program. The trainees re-
ported a total of 251 graduate credit semester hours. The
mean number of semester hours in guidance and counseling was
l4_, rounded to the nearest whole number; the median and mode
were both 9 . Their graduate credits ranged from 0 to 60
semester hours. Ages of the students ranged from 24 to 42,
with a median of 32. The group consisted of ten (10) males
and eight (8) females.
Evaluation
.
Evaluation of the simulation program and its accept-
ance and utility to the involved students was measured in
several ways
.
Empirical .
1. Rating scales were developed for the course,
requiring students to rank SARGOs in estimated order of ex-
cellence for the following qualities: interest, utility,
realism, difficulty, amount of outside research needed for
problem solution, amount of time needed for completion, en-
joyment, adaptability, self-growth of involved students, and
overall quality. Inverse numerical values applied, i.e., a
#1 rank was worth one (l) point, a #2 rank, two (2), etc.
The SARGO accruing the fewest points for a specific charac-
teristic was assumed to have been accepted generally as "best"
in that particular category.
Averaging of total accrued points should also indi-
cate the overall rank of the units in the series, and will
serve as a cross-reference to the specific characteristic,
"quality"
.
2. The class was required to rank methodologies
(role-playing, case studies, etc.) in order of value, with
#1 representing the highest rank order and #6 the lowest.
Brief explanations for ranks were solicited.
Additionally, a comparative evaluation of simulation
to lecture and discussion techniques was elicited from a five
point scale, ranging from "much better than other methods" to
"much worse than other methods".
3. Characteristics deemed important to a simulation
series coordinator were elicited, and explanations were ob-
tained .
A forced-choice ranking of type of coordina.tor pre-
ferred (graduate student, Professor, etc.) with explanatory
comment was obtained.
4. A five point course evaluation ranging from
"Excellent" to "Poor" was obtained.
5. Essay type comments, either general or specific,
were invited and obtained as another means of determining the
value of the simulation series to the class members.
6. Course evaluation reports, as developed and re-
quired by the School of Education, University of Massachusetts
(19^9* 1970) were obtained as yet another means of measuring
student interest and evaluation.
7. A one hundred (100) item examination was extracted
from an NDEA comprehensive examination in counseling (Proff
,
et
al
,
1965 ) } and was used as an instrument to measure a.ccretion
of general counseling knowledge. This instrument was adminis-
tered on the first and last meetings of the course. It was
anticipated that scores would increase as a result of broad
exposure to guidance information in the process of doing re-
search necessary to completion of the SARGO units.
8. Expectancy scales } developed from the original
survey of employed directors of guidance, were administered
to the students. It was assumed that this scale would indi-
cate a student-understanding of the realities of the activi-
ties and percentages of time involved in them, of actual
guidance director functions. Both pre and post series
administrations of the scale were included. It was assumed
that, upon completion of the series, the student estimates
of percentages of directorial time in the eight areas of in-
volvement would more nearly approximate tnose percentages
reported by employed directors. Both direction and degree
of change in student understanding of time and area involve-
ment of the profession were obtained.
In addition to the evaluation instruments discussed
above, a, weekly attendance check was maintained, assuming
that a percentage of 85% would indicate a relatively high
and a continued interest in course participation.
Significance .
Data was plotted and tested for significance, using
nonparametric statistical procedures appropriate to related
small samples. It has been ascertained that the one sample
chi-square, and the Wilcoxon ma.tched pair signed-ranks tests
are both appropriate to the needs of this study (Bruning,
Kintz, 1968 ; Kerlinger, 1964; Siegel, 1956).
CHAPTER IV
RESULTS
Data were collected by several means: by attend-
ance counts; written reports of trainees as extracted from
SARGO Evaluation Forms and from School of Education Evalua-
tion Forms; quantifiable data from SARGO Evaluation Forms;
from results of a, comprehensive examination in guidance; and
from results obtained from an expectation scale. The data
were plotted and* where possible* their significance was
tested by appropriate statistical means.
The Sargo Evaluation Form (Appendix D) was developed
as a means of evaluating the simulation series. It was in-
tended as an instrument to obtain ranks* descriptions* a.nd
evaluations that were included within the first five object-
ives of the study. It was designed specifically to (1) eli-
cit trainee ranking of the series units in terms of ten (10)
characteristics* (2) to obtain trainee ranks of methodolog-
ies used in the series* and a.lso to elicit an evaluation of
simulation in comparison to traditional methodologies* (3) to
ascertain those characteristics of course coordinators that
the trainees perceived to be necessary and valuable* and to
obtain a rank order of five (5) types of possible program
coordinators
* (4) to obtain an overall evaluation of the
90 .
course,, using descriptive adjectives, and (5) to elicit gen-
eral and/or specific comments indicating ways by which a
simulation program might be improved.
The eva.luation instrument was administered on the
last meeting of the class. It required a mean time of forty
(40) minutes for completion. No identification of responders
was required.
Objective 1_, Rank order for ten characteristics . Fol-
lowing criterion definitions for trainee reference, they were
requested to rank order the SARGO units from 1 to 13 for the
following ten characteristics: interest, utility, realism,
difficulty, research needed for unit completion, time needed
for unit completion, enjoyment, adaptability, self-growth, and
overall quality.
Each rank became q point value; point values were
summed, and the lowest number of points accrued represented
the highest possible ranking.
For quantification purposes, inverse numerical values
applied, i.e., a #1 rank (highest) is worth one point, a #2
rank, two, etc., to a. #13 rank (lowest). The SARGO accruing
the fewest points for a specific characteristic is assumed
to have received general trainee acceptance as "best" in that
particular category. The SARGO accruing the fewest total
points, is assumed to have been perceived os "best" overall
by participating trainees. Ranks determined by the mean ac-
crued points may be seen in Table V.
TABLE V
TRAINEE RANKING OF SARGO UNITS
SARGO numbers Ranks By Mean
Accrued Points
Mean Accrued
Points
1 8 129.2
2 3 114.1
3 13 142.0
4 1 109.6
5 10 131.1
6 7 127.0
7 4 122.2
8 11 134.1
9 5 124.4
10 12 138.1
11 9 129.5
12 6 126.5
13 2 109.7
Objective 2_, Methodology . Six (6) learning methods
were listed in the evaluation form,, and the trainees were re-
quested to rank order the methodologies in order of prefer-
ence. Additionally, they were asked to comment on their
reasons for rank preferences. Ranks may be seen in Table VI.
A simple chi-square test was used to test the signi-
ficance of the observed ranks from what might be expected to
occur by pure chance. (Siegel, 1956; Bru.ning, Kintz, 1968).
The null hypothesis was assumed that there is no difference
TABLE VI
TRAINEE RANKS FOR EACH OF SIX METHODOLOGIES, N = l8
Ranks Case Critical
Stud- Incident
ies Films
In-basket/ Program
Out-basket Develop-
ment
Role Visiting Chi
Play- Contrib- Square
ing utors
1 .2 3 10
2 3 4 4 24
3 3 4 2 1 2
4 4 l 5 5 1
5 5 3 3 4
6 3 6 2 3 1
- sig. 'beyond .001
3
1
6
2
3
3
22 . 667*
3.667
5-333
6.000
4.667
4.667
in the expected number of choices for each methodology. A chi-
square of 23. 667 j d - 5, was obtained. The null hypothesis was
rejected for Rank 1 ; it was accepted for all other ranks. Ranks
methodologies and chi-square values may be see in Table VI above
It would appear from the tests of significance that
role-playing seems to be preferred by a majority of the train-
ees. The other ranks are not significant from what might be
expected by pure chance. It may be inferred that role-play'5
was a highly preferred methodology for the trainees in this
simulation series.
Trainees were asked to rank the SARG0 series in com-
parison with other methods of instruction (lecture, discuss-
ion, etc.), on a. five point descriptive scale ranging from "A.
Much better than other methods" to "E. Much worse than other
methods". Ra.ting frequencies may be seen in Table VII.
TABLE VII
TRAINEE RESPONSES TO THE QUESTION "IN COMPARISON WITH OTHER
METHODS OF INSTRUCTION, HOW WOULD YOU EVALUATE THE SARGO
SERIES?" N - 18
Possible Much Somewhat About Somewhat Much
Ratings Better Better The Same Worse Worse
Than Than As Other Than Than
Other Other Methods Other Other
Methods Methods Methods Methods
Rating
Frequen-
cies
11 6 1
Again, the use of the one sample chi-square test to
test the significance of the ra.tings was deemed appropriate.
Assuming the null hypothesis
;
there is no difference in the
expected number of ratings for each rating position, a chi-
square value of 18.70 was obtained which is significant beyond
the .001 level. The null hypothec's is rejected; it would ap-
pear from the evidence that a significant preference for the
methods used in the simulation series, as opposed to those
typically used in other courses, has been indicated by the
trainees
.
Objective 3, Leadership . It was deemed important
to examine the aspect of leadership as it applies to this
simulation series. The term coordinator was chosen as it
seemed to describe the role, as it was carried on, better
than might any other term. The coordinator did not lecture
as would a typical instructor; he did not conduct lengthy
discussions, although he did function as a moderator during
the limited total-group discussions following role-playing.
Primarily, he facilitated the progress of the series.
In order to ascertain trainee perceptions of a
leader for a simulation series, they were a.sked to list in
rank order those characteristics they thought necessary to
a coordinator. Five characteristics were requested, to be
accompanied by brief explanations of their choices.
No significant pattern of characteristics or rank-
ing seemed to be established. The noun expertise , as some-
thing a coordinator must possess, appeared in the number 1
rank five (5) times; experience was ranked number 1 four (4)
times. The remaining six (6) adjectives ranked number 1 ap-
peared or'lTr once each.
Disregarding rank order which varied considerably
and which was not controllable, a, quantitative indication
was apparent in that a number of words were repeated fox
varying frequencies. In Table VIII the words, their fre-
quencies, and their approximate general definitions, as in-
ferred from brief trainee explanatory remarks may be seen.
TABLE VIII
PERCENTAGES OF TRAINEES INDICATING PREFERRED CHARACTERISTICS
FOR A SARGO SERIES COORDINATOR. N = l8
Preferred
Characteristics
Number Percent-
ages
Explanation of
Characteristics
Expertise 12 67 Trainees indicated this to
mean a reasonably extensive
academic background in
counseling.
Experience 9 50 General meaning implied
actual practice of guid-
ance and administration
of guidance.
Flexible 7 38.8 Coordinator must be able
to adjust to different
situations
.
Humor 7 38.8 Coordinator must possess
a, good sense of humor to
make SARGO efforts appear
en joyable
.
Interested 7 38.8 Coordinator must be inter-
ested in the SARGOs, the
trainees, and in guidance.
Dynamic 4 22.2 This means to be reasonah1 v
forceful to retain control
of group and to avoid group
digression
.
Imaginative 4 22.2 This means to insure com-
pilation of interesting
SARGO material.
Compassionate 3 16 .6 Coordinator must be able to
witness amateurs week after
week, yet criticize in a
positive a.nd kindly manner.
Only words with a frequency of three (3) or greater are in-
cluded .
No attempt was made to test the naming frequencies
for significance, as there exists too great a possibility
for interpretation error because the trainees' definitions
do not appea.r to be free from ambiguity. The value of the
response to the leadership characteristic list would appear
to rest in the implications deriveable from it, in a consid-
eration of future coordinator selection.
It wa.s interesting to note that the term a good
teacher was cited only one time. It would seem to include
all the tabulated characteristics.
As a further indication of the type of leadership
preferred for a SARGO series, the trainees were requested to
rank the following types of persons in order of their degree
of suitability as SARGO leaders: (A) advanced graduate student
(B) college professor of counseling, (C) experienced guidance
director, ^_j) member of the clans, and (E) other . Trainees
were a.Iso asked to explain their rankings. There were cleai
preferences indicated here for the following as coordina cors
,
by rank order of preference and by number of trainees choosing
the indicated ranks: (l) college professor of counseling (10),
(2) experienced guidance director (9), (3) advanced
graduate
student (13), (4) member of the class (l4), and (9)
other (14)
Disposition of frequencies of rank order choices may be seen
in Table IX.
TABLE IX
RANKS AND FREQUENCIES OF RANK CHOICES FOR FIVE TYPES OF PER-
SONS SUITABLE AS SARGO COORDINATORS
,
AND CHI-SQUARES FOR RAM
CHOICES
Ranks Advanced
Graduate
Student
College
Professor
of
Counseling
Experienced
Guidance
Director
Member
of the
Class
Other Chi-
Square
1 1 10 6 1 20.33*
2 2 7 9 19.22*
3 13 1 3 . 1 32.00*
4 2 14 2 38.67*
5 4 14 40.89*
*
- sig. beyond .001
As in the test for significance of methodology rank-
ings
*
it was determined to test the significance of the indi-
vidual rank choices for type of coordinator by the one sample
chi-square test. The null hupothesis was assumed that there
is no difference between expected number of choices for each
coordinator type and obtained frequencies. All ranks were
significant beyond .001, therefore the null hypothesis was not
accepted. It would appear from the evidence that significant
choices for each of the ranks were indicated; it seems reason-
able to infer that the order of preference, as indicated by
the trainees' responses, is worthy of serious consideration
in appointment ox coordinators of any future simulation ser-
ies .
A college professor of counselor education is viewed
as "best/' an experienced director of guidance is viewed as
second "best/' an advanced graduate student as thirds a mem-
ber of the class as fourth, and any other as fifth. In ex-
plaining their fifth choice, the trainees offered only doubts
as to what type of person might reasonably qualify to any
degree
.
Objective 4, Course evaluation . A final forced-
choice evaluation was included in the SARGO Evaluation Fora.
The trainees we re asked to rate the series on a. five point
adjectival scale ranging from Excellent through Fairly Good
,
Good
,
Not Too Good j to Poor . There were frequencies of
fourteen (l4) Excellent ratings, three (3) Fairly Good , and
one (l) Good . The remaining two categories were not used by
any trainee.
A one-sample chi-square test was used to test the
significance of the ratings a.bove . It was assumed that
there was no difference in expected number of choices for
each ranking position as opposed to obtained frequencies.
A chi-square value of 32.022 was obtained which is
significant beyond the .001 level. Therefore the null hypoth-
esis was rejected. The observed choices are significantly
different than might be expected in a ra.ndom sample. This
phase of the SARGO Evaluation Form indicated a clear rating
of Excellent for the series. It ma.y be inferred that the
trainees considered it a valuable educational experience.
Objective 5^ Additional comments . Trainees were
asked to write any general and/or specific comments they
cared to make that might indicate ways of improving the simu-
lation program. Although reports by trainees may have a tend-
ency to bia,s_, they have been accepted in the field as a means
of evaluation.
Only two (2) students (11.1/ of N) failed to enter
comments in this section of the evaluation form. Seven
{ 7 , 33 .9/ of N) made constructive comments concerned with
their recommended alterations of the series. Nine (9> 50/
of N) included both commendations and recommendations in
their responses to this final section of the evaluation form.
A total of sixteen (16, 88 . 9% of N) responded.
A comment typically made by all trainees concerned
an excessive work demand. Several specific recommenda,tions
supported the general observation above a i.e., ''Have each
student responsible for fewer SARGOs/ "A few less SARGOs/
"Earlier assignment of SARGO units and Hot enough time
for in-depth study."
ments
:
Particularly constructive were the following com-
"Get evaluation from men in the field."
"More feedbackl"
"Too much time on theoretical issues of objectives
and setting."
"More role-playing in small groups rather than be-
fore entire class."
"SARGO 10 too long with 2 situations and 2 written
pieces .
"
"A new method of random selection."
Largely complimentary were the following comments:
"Enjoyable, informative, interesting."
"The course was stimulating and helpful."
"I enjoyed gaining from the experiences of others."
"i was very happy with the course. I was somewhat
frightened by all the work at the beginning however it all
worked out well. I can't see much more to be done."
"...I feel that I may have gained some strength
from this experience in spite of myself .
"
"SARGOs are worth saving and could be adjusted for
use in an actual situation for upgrading a guidance dept, or
eval . etc . . . .
"
"I believe I have worked hard in this course, but I
have really enjoyed the work, the simulation, and the role-
"The course brought to light many facts of the guid-
ance job which so many times are lost in formal studies.
"Enjoyed the interaction of the class as a whole...
wouldn't have had the interaction in lecture type class.
"Overall very useful, interesting and organized
class .
"
In summary, the trainees responded favorably and
constructively, or both to a request for evaluative comment-
ary. Despite the acknowledged possibility of bias, it may
be
seen that even the criticism tended to be constructive,
which
appears to indicate concern and interest in the series.
/From the tenor of the quoted comments by trainees,
it may be inferred that there was a considerable interest in
and liking for the simulation series as an educational exper-
ience. One might also infer considerable motivation to com-
plete the SARGO units, and to achieve solutions to the prob-
lems they presented. It was also indicated that the compiled
units could serve as a reference set in future on-the-job
situations
.
Objective 6, School of Education Evaluation Form.
This evaluation is part of the Teacher Evaluation Question-
naire of the School of Education which is submitted to the
students in every course offered by the school as a means of
evaluating student perceptions of the type of instruction they
receive. Deemed of possible value to the simulation series
was the second half of the instrument wherein students are
requested to describe frankly the strengths and weaknesses
of the course and its teacher. The instrument, in this as
in a,11 other Education courses, was administered on the eighth
week of the semester. The written reports represent an evalua-
tion similar to the section of the SARGO Evaluation Form that
solicits student comment on what may be done to improve the
simulation series. Results are from an N of 12 Ss who com-
pleted the form.
For purposes of this study* this form has been used
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to extract descriptive terminology as used by trainees in
their evaluation of the program. In describing the course
the adjectives best and excellent are used in six (6) of the
reports ; interesting was used in three (3) reports, as was
informative
.
Selected phrases and clauses appearing in a number
of the reports are as follows
:
"The major strength of the course lies in its rele-
vancy to the counseling function."
"The real teaching was done before the class, in
organizing the course."
"Students benefit according to time and effort in-
vested . "
"The subjects covered have been realistic and cur-
rent . "
"There is no boring lecture, text memorizing in this
class. I find myself in the periodical section of the library
weekly, and am really enjoying it."
"Subjects are realistic and current."
"The course offers a variety of experiences, practical,
useful, and relevant."
There was an apparent emphasis on the aspects of the
realism of the SARGO experiences and the practicality of them.
Several reports stressed the fact that the reporter found the
course to be well -organized . This might indicate an unexpressed
desire for structure in the educational experience, which was
provided by the simulation series via its media of Typical
Encounters of the Day, and its Typical Personal Encounters.
The responses did not contain more than three (3) re-
ferences to the excess of work requirements, as did the reports
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of the SARGO Evaluation Form. It would appear that the burden
did not become apparent until after the midpoint of the semes-
ter.
Because of the possibility of interpretation error
and because of the impossibility of quantification of data,
this open-ended part of the evaluation form did not lend it-
self to detailed analysis.
Objective 7* Comprehensive Examination in Guidance .
One hundred (100 ) items were extracted from an NDEA Comprehen-
sive Examination in Guidance as described in Chapter III. They
were chosen for their appropriateness to administration of
guidance and represented philosophy, theory, and practice of
counseling, testing for guidance, curriculum requirements,
legal and ethical considerations, professional affiliations,
and historical aspects of guidance. All aspects of guidance
were included in the examination.
The examination was administered on the first and
sixteenth meetings of the course. Students were supplied with
mimeographed copies of the examination booklet and standard
answer sheets (Optical Scanning Corporation DS 1120-C). The
tests were hand-scored. The examination was conducted in the
regular classroom and the test period was for one hour.
The pre-test resulted in a, score range from 24 to
63
,
with a mean of 48.4 and a standard devia.tion of 11.21.
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The post-test resulted in a score range from 38 to 68, with
a mean of 53*5 and a standard deviation of 8.57. Scores
have been presented in Table X.
TABLE X
PRE-TEST AND POST-TEST RAW SCORES FOR 100 ITEM COMPREHENSIVE
EXAMINATION IN GUIDANCE, N = 18
Trainee
Number 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18
Pre-test
Score 24 4l 52 42 29 31 63 53 59 ^3 59 60 55 52 60 52 53 42
Post-test 38 47 5^ ^5 40 4l 56 57 63 49 64 64 61 58 68 51 54 52
Score
Assuming the null hypothesis that there is no differ-
ence between the pre-test and post-test raw scores and that
they were merely due to chance, the significance of the differ-
ence between means was tested using a t-test for rela.ted meas-
ures. (Bruning, Kintz, 1968). A t- value of 4.55 was obtained
(df = 17, p =<£.00l) indicating a significant overall increase
in knowledge as a possible function of the program.
Objective 8, Expectancy Scale . As a final and more
direct mea.sure of the effects of the simulation program, the
tra.inees were required to estimate the percentages of time
actual guidance directors invested in major areas of involve-
ment. The trainees were required to complete the survey
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questionnaire
,
upon which the program was based. Using the
directors’ mean reported percentages as a base line, the
trainees underwent pre-program and post-progra.m administra-
tions of the survey. It was postulated that exposure of the
trainees to the simulation series would result in a greater
awareness and understanding of the actualities of directorial
activities. Measurement was predicated on the change ach-
ieved between pre-program and post-program trainee percent-
age estimates and the base line percentages of the guidance
directors. Change was rated positive (+) when it occurred
in the direction of the director-reported percentages, and
negative (-) when it occurred in a direction away from dir-
ector-reported percentages. Signs were assigned according
to direction of change and not according to gain or decrease
in trainee estimates. Changes were ranked according to total
percentage differences between pre and post-program adminis-
trations. The observed differences would then lend themselves
to test by the Wilcoxon Matched-Pair/Signed-Ranks Test, ap-
propriate with related samples (Bruning, Kintz, 1968).
The survey questionnaire was administered on the
first and last meetings of the class. The trainees under-
estimated the amounts of time invested in interaction of dir-
ectors with administrators and with counselors. They tended
to overestimate interaction time with teachers, parents, stu-
ents, community resource agencies, in public relations activ-
ities, and in non-specific activities. In seven of the eight
areas, changes were positive, that is, in the direction of the
base line values. In one area only, interaction with commun-
ity resource agencies, was change of estimate away from the
base line, therefore negative. Specific values; base line,
pre-SARGO and post-SARGO estimates, total change (in percent-
age points), and ranks may be seen in Ta,ble XI below.
TABLE XI
BASE LINE, TRAINEE PRE-SARGO AND POST-SARGO PERCENTAGE
ESTIMATES OF DIRECTORIAL TIME INVOLVEMENT, TOTAL CHANGE
IN TRAINEE ESTIMATES AND RANKS
Base Line Base Line Pre-SARGO Post-SARGO Total Ranks
Interactions Percent- Percent- Percent- Change
ages. ages. ages. in Per-
Mean Mean Mean centages
Administrators 24.2 14.8 17.5 + 2.7 7
Counselors 25.8 19.7 20.0 * • 3 2
Teachers 6.2 11.9 10.9 * 1.0 3
Parents 5.8 9.4 6.9 + 1.7 5
Students 21.7 25.9 23.1 *2.8 8
Community Re 7.5 9.2 19.7 - 1.5 1
source Agen-
cies
Other (Incl. 7.6 5.6 7.8 * 1.8** 6
public rela-
tions
)
4Unspecified 1.2 3.1 1.9 * 1.2
*'x
'This value
also a. .2
indicates
change away
a 2.0 change
from the baf
toward the
sc line.
base line, but
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The null hypothesis was that there was no significant
change in trainee estimates of director time involvement in
eight areas of activity. Assigning a plus (-) sign to the
positive (To) changes and a minus (-) sign to the negative
(Away) changes, the difference values were ranked according
to their absolute values. The rank of the negative value
was 1; the sum of the ranks of the positive values was 35;
the number of pa.irs of means was 8. Reference to a table of
Wilcoxon ' s signed-rank probabilities reveals that, with the
numbers of pa.irs 8, a value of 2 or less is significant at
the .02 level using a two-tailed test. Since 1 is less than
2, there is a significant difference. It would seem that it
may be concluded that the post-SARGO estimates of percentages
of directors’ time investment are significantly more accurate
than before simulation experience.
Attendance count . A count and summary of weekly
and cumulative course attendance was maintained on the as-
sumption that a weekly and cumulative mean value of 85^ at-
tendance might indicate consistent, continuous, and high in-
terest in course participation
.
Consistent, continuous, and high attendance was main-
tained. Attendance figures and percentages range from a. high
of 18 (100^) to a low of 13 (72.2$). Rounded mean and median
counts were l6. Total attendance for the sixteen week semester
achieved a percentage of 90 . 6$. The low count (13) occurred
during the week in which local public schools were closed for
Easter Vacation; five (5) course participants, in-service
teachers
,
did not attend during that week. Attendance va.lues
for the duration of the SARGO series ma.y be seen in Ta.ble XII.
TABLE XII
WEEKLY AND TOTAL ATTENDANCE COUNT AND PERCENTAGES FOR SIXTEEN
CLASS MEETINGS
,
SPRING, 1970 SEMESTER
Class
Meeting
Number
Weekly
Attendance
Count
Weekly
Attendance
Percentage
1 18 100
2 18 100
3 16 88.8
4 16 88.8
5 17 94.4
6 16 88.8
7 15 85.5
8 16 88.8
9 18 100
10 15 85.5
11 16 88.8
12 17 94.4
13 17 94.4
14 13 72.2
15 16 88.8
16 17 94.4
TOTAL 16 261 90.6
These data were tested for significance using the
one-sample chi-square test, to test observed attendance against
optimal attendance. Assuming the null hypothesis: there is
no difference between observed attendance and attendance that
might occur by pure chance. A chi-square value of 3.78 was
obtained which is significant beyond the
.99 level (df - 15).
The null hypothesis was not rejected; the probability is that
the observed attendance could be better than 99$ due to chanc
alone
.
/CHAPTER V
DISCUSSION AND IMPLICATIONS
The SARGO simulation series was developed as a
response to a professional need for innovation in the area
of counselor education. It was developed specifically for
the ti aining of potential directors of guidance services.
Areas of training were obtained from persons actually per-
forming as employed guidance administrators. In this way
the appropriateness and relevance of the educational ex-
periences presented to the trainees was met. The behaviors
and skills learned by the trainees in the course were
similar to those they would probably encounter as profess-
ional guidance directors.
The initial outcome of the study was the creation
of a simulation series, in effect thirteen ( 13 ) scenarios,
that included problems typical of the professional work
requirements reported by employed directors. Experiences
were presented to l8 trainees in a one semester period.
Training experiences were in proportion to the percentages
of time involvement reported by the employed directors. The
author attempted to infuse the units with experiences as real-
istic a.s possible. Response to the simulated events varied
tions ar e "that this unit, was .interesting and relatively en-
joyable for its varied role-playing TPEs
. Also appreciated
apparently was the limited research necessary for TED re-
sponses. There were indications that because this SARGO
was relatively rigidly structured, the trainees could relax
a bit in their weekly research requirements.
It seems important to note that despite relative
rankings, there was a range of only 32.4 points between the
highest ranked and the lowest ranked SARGOs . With a poss-
ible range of 156 points, assuming total agreement on all
ranks by all evaluators, the units are relatively close to
one another. It would appear that there is some basis for
elimination or major modification of SARGOs 8 and 10, which
ranked 11 and 12, respectively in both mean a.ccrued points
and overall "Quality".
Objective 2_, Methodologies .
The six methodologies rated were role-pla.ying,
critical incident films, in-basket-out-basket, program de-
velopment, case studies, and visiting contributors. In rat-
ing the methodologies used in the simulation series, signifi-
cant results were observed in the number 1 ranking of role-
playing. This trainee choice was significant beyond the .001
level. It appeared quite clear that this method of training
was highly preferred by the trainees. Other methodologies
did not fare as well; trainee preferences for them were not
by majority choice, rather they were by plurality, and were
not significant.
It seems possible that role-playing received a
significant number of choices as "best" method because it
allowed for greater variety in training inasmuch as there
was little about it that was didactic. The trainees reacted
to stimuli presented without real preparation for response.
True, a background of knowledge may have been acquired in
outside research, but immediacy was the principal facet of
the interaction. The response had to be made with rela-
tively little time for research and reflection. In this
way the trainees were investing themselves spontaneously
in a threat-free situation; no adverse results could be
expected because the situation was simulated. There was
freedom to experiment with response in this way. This as-
pect of the program appeared to be a play situation for
most of the trainees, in the sense that it wasn't "for
real" and therefore couldn't harm anyone.
The five other methods obtained no significant pre-
ferences; students ranked them variously. They seemed to be
accepted as valuable primarily for their relative novelty,
as compa.red with traditional methods.
There was a.n indication that the SARGO methods were
perceived as valuable because they allowed the trainees rela-
tively broad freedom in solving problems. They were permitted
to establish the situation in which the problem occurred and
to select the solution that appeared most appropriate to
their particular simulated school situation. Essentially,
the trainees selected their own way of learning, and expres-
sed their learning via the SARGO methods. The students ap-
peared to have a deep sense of personal involvement in simu-
lation in that they were giving rather than reflecting know-
ledge, as would be the case in a, more traditional medium. It
is suggested that the above is a very positive value of simu-
lation. It permits the student to have major responsibility
for what and how he learns; he expresses himself rather than
absorbing and regurgitating facts.
Trainees assigned a global rating as "much better
than other methods of instruction" to the simulation series.
Their ratings were significant beyond the .001 level. A sum-
mary of their explanations of their ratings indicates their
interest wa.s magnified because they were "doing rather than
merely "listening". Trainees indicated also that, when ex-
changing opinions in class discussion, they were basing
their opinions on "experience" that they would not have had
through the lecture medium. The findings above tend to
agree
with the student reports of greater motivation and
interest.
as obtained by other investigators (Boocock, 1966; Boocock,
Coleman, 1966).
Another point emphasized was the comment that too
much outside-of
-class work was required by the series. Their
explanation indicated their displeasure was because they felt
they could not do ample justice to every unit. The latter
seems to indicate the trainees were motivated to do better,
but they felt limited because the series required a work
load that tended to disperse their efforts.
Ob j ective 3
_,
Leadership
.
The attempt to ascertain the nature and type of
leadership the trainees perceived to be vital to a simulation
series coordinator appears to be unique to this study. The
author could find no evidence of investigation by others of
this aspect of simulation.
Descriptive terminology elicited from trainees in-
dicated "expertise" or knowledge of guidance and its adminis-
tration, and actual guidance "experience" as particularly
valua.ble attributes for a coordinator. In addition to these
two terms, "flexibility," "humor," and "interest" are seen
by trainees as characteristics necessary to a coordinator.
It is not known whether these characteristics would have also
been selected for the teacher of a traditionally taught class,
however the combination of theory and practice in simulation
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seems to necessitate teacher strength in expertise and flex-
ibility
.
In a forced-choice ranking of type of coordinator
preferred., the following types of persons were ranked as
indicated: (1) college professor of counseling, (2) exper-
ienced guidance director, (3) advanced graduate student,
(4) member of the class, and (5) unspecified other. Because
all rankings were significant beyond the .001 level, it ap-
pears to indicate a strong preference.
The leadership preferences seem to indicate clearly
that a coordinator who has experience in guidance practice,
and not only in teaching, is perceived by students as being
highly desirable. Humor is apparently seen as an attribute
for its ability to release the tensions possibly induced by
the approximation of reality inherent in the simulation.
Flexibility may be perceived as necessary because only the
type of learning experience is planned in the series, not
the outcome. The coordinator must be able to cope with un-
forseen interaction outcomes. The trainees indicated that
they viewed interest as important to a coordinator; inter-
est in his work, in the students, in teaching, in many ways.
There was an indication that the word, interest, was equated
with the word, enthusiasm, in the trainee comments.
Objective 4, Course Evaluation .
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The overall course evaluation as "excellent" must
be accepted cautiously as an evaluation as no controls for
personality of the coordinator, or for composition of the
group were available. A possibility of "halo effect" was
also quite possible. No comparison group, studying Admin-
istration of Guidance by a traditional, or any other, method-
ology was used; and no comparisons between coordinators were
available. Despite the significance (beyond the .001 level)
further evaluation is necessary. It would seem appropriate
to assemble at least two matched groups
,
with one coordinator
using the SARGO methodology with one and traditional method-
ology with the other. In this way a direct comparison could
be effected between methodologies, and the possible person-
ality contaminant could be controlled.
Objective
,
Additional Comments
.
Student reports, acceptable to many investigators.
Sleeper (1968), Attig (1967)* Boocock (1967)* Boocock (1966),
Cherryholmes (1965)3 Dill and Doppelt (1963)3 among others
,
obtained generally similar resulting trainee statements re-
porting expended interest, motivation, sense of greater in-
volvement and enjoyment 3 and a sense of greater learning and
accomplishment
.
Written trainee comments on the series were largely
complimentary. They indicated that trainees perceived in
themselves a greater degree of Interest than they felt they
would have enjoyed In a didactic learning milieu. They also
indicated that the demands of the series motivated them to
do as much work as possible, despite their feeling that the
demands were occasionally unreasonable. To offset the com-
ment of heavy time requirements, alterations to the series
that would enable them to develop each unit problem in
greater depth may be in order.
The number of responders to the request for comments
appeared on initial examination to be relatively high, higher
than might be expected when the evaluation form was adminis-
teied after a comprehensive examination and another question-
naire. Response to the request was optional and, at best,
the responses may have been short. This was not the case;
responses were relatively long, a.nd were made by sixteen (16)
of the Ss. It appears to indica.te much interest in the ser-
ies, and a genuine appreciation of the experiences it pro-
vided the trainees.
Objective 6, School of Education Evaluation Form .
This evaluation had limited value because it was
designed by the School of Education to eva.lua.te the instructor
and because it was available only for twelve trainees. It did
indicate a trend in the commentary, in that it resembled in
content the comment later obtained from the SARGO Evaluation
/Form at the completion of the series. Generally the content
of the comments indicated trainee satisfaction with the rele-
vance and realism of the series, as trainees perceived it.
Appieciation also was indicated for course organization, the
variety of available experiences, and the benefit of a broad
knowledge of guidance administration that could accrue to the
trainees as the result of fulfilling the requirements of the
program. The major difference between the mid-term comments
obtained from this evaluation form and those obtained at the
end of the semester from the SARGO Evaluation Form was the
increased number of comments about the excessive work demands
of the series. This might indicate a need for decreasing the
number of units in the series to allow for coverage of those
retained in greater depth. It might also indicate an inter-
est curve that builds from the beginning of the course to a
peak at approximately mid-term, and then descends during the
second half of the course. It might also reflect a. work load
that students were unprepared for, rela.tive to their exper-
ience in other graduate courses. The ratio of three hours of
study outside of class for every hour in class was used as a
basis for preparation of the SARGO units. The subsequent
total nine hours of work expected during the week was ques-
tioned by a majority of the subject trainees. Further in-
vestigation of the study requirements for the series appears
to be necessary.
Objective #7, Comprehensive Examination in Guidance
.
The simulation program generated relatively broad
exposure to many aspects of guidance because of the exten-
sive outside research that it required. It was anticipated
,
therefore, that an increase in raw scores would occur be-
tween a pre and post-SARGO administration of the comprehen-
sive examination. Results did indicate a significant in-
crease in raw scores.
This may be explained in several ways. The gain
-- - ~
*
may be attributable to (1) the simulation experience ; or
(2) to knowledge accrued as a result of other guidance
courses taken concurrently with SARGO; or (3) to knowledge
acquired as a result of both SARGO experience and concur-
rent guidance courses engaged in by the trainees; or (4) to
test, re-test practice effect; or (5) to the possibility
that the instrument was unreliable. Another possibility ex-
isted for the in-service counselor and the director of guid-
ance; that their SARGO and professional experiences may have
been a combined motivating force. It appears to be a rea-
sonable supposition that participation in the simulation
series may, to some extent at least, account for the in-
creased raw scores.
/directors of guidance is possible via the medium of simula-
tion v/ould appear to have been demonstrated by this study.
It further seems appropriate that present methods used for
presenting courses of training in administration of guid-
ance cervices might profit from a re-examination of their
methodology. It may well be that use of simulation v/ould
piovc appropriately adaptable to most such courses, as a
means of exposing trainees to experiential learning rather
than didactic learning, the traditional method. Simulation
might also be used as an adjunct to practicum and internship
training.
In -service training . It would appear that simula-
tion could be used as a method of enriching on-the-job train-
ing for in-service guidance personnel. In this way they
could be exposed to situations for which they were not trained
in the harmless, risk-free medium of simulation. They could
then immediately transfer the learned behaviors and skills
to actual practice. Simulation would also be a valuable
methodology for training in-service personnel in new skills,
not previously required for the particular work situation or
not previously developed. Supervisory comments could also be
made through simulated activities thus avoiding a more threat-
ening situation in the actual work situation.
Selection
.
Simulation might appropriately be used
as a valuable adjunct to the employment process. In hiring
new guidance personnel, they might be presented with simu-
lated problems. Those applicants responding most favorably
could be differentiated in a realistic context.
Certification
. Simulation could be used as in the
selection process to determine the professional qualifica-
tions of applicants for state certification. In the use of
simulation, the applicant could demonstrate his or her
ability to cope with problems and tasks typical of the ad-
ministration of guidance services.
Team training . One of the valuable tools of the
simulation series described herein was that of learning from
the observation of other trainees in the role-playing per-
formance of directorial activities. This might be a means
of presenting simulation programs, i.e., competent person-
nel could role-play situations for observing trainees. In
this way, demonstration of appropriate behaviors and skills
could be insured. A total guidance staff might also be
trained as a unit, potential administra.tors and teachers
could a.lso be included.
Needs for Research .
More evaluative research and investigation is nec-
essary for the development of simulation programs that meet
the criteria of value and utility, to the guidance profess-
ion, its practitioners, counselor-educators, and students.
It seeems particularly pertinent to establish current simu-
lation programs, and provide for keeping them current. It
aloO seems appropriate that additional methodologies be ex-
amined for their possible inclusion in simulation programs.
Such methods might include automation techniques and/or com-
puterization
.
It is not known if the SARGO simulation series
trains guidance directors better than traditional methods
do. Also unknown is the impact of the SARGOs on later be-
havior as a guidance director. Research on transfer of
training from simulated to actual field experience is need-
ed. It seems important that a means of determining the ex-
tent to which behaviors have been acquired in simulation
can be maintained over a period of time. Follow-up studies
are needed to determine if the interest, enthusiasm, and
learning exhibited by the trainees carries over to actual
on-the-job performance.
It seems that simulation is still in its infancy,
despite its historically extensive application. The primary
research implication of the study described here would ap-
pear to be that further investigation remains to be done.
The simulation program as described, presented.
132 .
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and evaluated in this study appears to have achieved a rela.-
tive degree of success a.nd innovation. In the view of the
subject trainees
^
it was a valuable learning experience.
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APPENDIX A
SURVEY QUESTIONNAIRE
Counselor Education
150
University of Massachusetts
Simulation Study
me
'dress
udent Enrollment
Simulation of regular occupational experiences has been effectively util-
;ed in a number of areas of training: business, armed forces training, and soc-
.1 studies. According to the literature, there is scant evidence of its usage
i the area of counselor education.
We are trying to develop a program of simulated guidance operations to be
;ed to train people to fill positions as guidance directors or supervisors. To
tat end it would be valuable to obtain an enumeration of your activities in ful-
.lling your responsibilities as a guidance director.
The proposed simulation units will be constructed after the model of spec-
:ic activities representative of duties you actually perform in your capacity as
guidance director or supervisor.
It would be appreciated if you would list specific experiences you typically
icounter in your work. We have listed a number of probable activities. You may
;lete from or add to the activities under each heading. Also please indicate,
iter each heading, your involvement in such activities by entering the estimated
jrcentage of time spent in them during a typical day within a school year.
We would appreciate your returning the completed forms by Friday, 17 October.
:amped and addressed envelopes are included.
DIRECTOR ACTIVITIES V51 .
adicate percentage of tame spent for each major area. Delete infrequent activ-
ties or add new activities in blank, spaces provided.
WITH ADMINISTRATORS Percentage of time
A. With aid of organizational charts, maintain dialogue to determine syst-
nic areas of responsibility with reference to guidance directorate, counselors,
dministrators
,
teachers, parents, and external agencies.
B. With aid of organizational chart, present need for additional guidance
taff members. Propose recruitment policy.
C. Present departmental budget request, supported by documentary justific
tion
.
D. Formulate philosophy of guidance appropriate to both professional con-
iderations and to the school system.
E. Advise administration of the legal aspects of counseling in re: confid-
ntiality, etc.
F. Present prepared course outlines, including bibliography and training
ids, of guidance-presented courses: career planning, sex education, drug abuse
ducation. Establish appropriate schedules.
G. Present proposed testing program including budgetary requirements. Vis-
ally and verbally justify proposal.
H. Present data processing needs, including space, hardward, and budget re-
uirements
.
I. Present a planned guidance orientation program for presentation to the
ublic (P.T.A., etc.).
J. Request and justify expenditure of funds to be applied to counseling
taff participation in professional conferences.
K. Other
L.
M.
N.
0
.
P.
I
WITH COUNSELORS Percentage of time
A. Develop departmental personnel needs, preparing organizational charts
r a K-12 program, conprised of elementary, junior high, and high schools.
B. Develop budget needs and prepare request for same, including staff,
ogram, and equipment needs.
C. Prepare departmental philosophy and policy with appropriate breakdown
»r the several educational levels within the school system.
D. Prepare an overall (K-12 system) departmental schedule to include or-
mtation, testing, career counseling, college referrals, programs, etc. Let the
ihedule be for an academic year.
E. Participate in case conferences.
F. Develop a training program for the department to insure skill and pro-
issional knowledge maintenance and up-dating for counseling personnel.
G. Prepare an evaluation checklist as a guide to staff evaluation.
II. Establish policy, program, and needs for collection, collation, anal-
sis, dissemination to appropriate persons or agencies, and follow-up of data.
I. Prepare testing program for K-12 school system.
J. Develop visitation schedules to include participating personnel, desired
jenda, and businesses, industries, or colleges to be visited.
K. Establish professional conference priorities and schedule attendance
Dr interested staff members.
L. Other
__
M.
N.
0
.
P.
Q.
II. WITH TEACHERS Percentage of time
A. Present an orientation program to acquaint teachers with philosophy,
olicy, organization, and emphasis of guidance program. Include guidance helps
or teachers and show how teachers may help counselors.
153 .
B. Coordinate with teachers on their participation in counselor-led ins-
tructional programs.
C. Present training seminars on educational psychology, learning techni-
ques and needs.
D. Collect data from and disseminate data to teachers with respect to
students, both globally and individually considered.
E. Participate in case conferences with teachers.
F. Other
G.
H.
I.
J.
K.
IV. WITH PARENTS Percentage of time
A. Consultation: to include data collection and advice giving with refer-
ence to specific students.
B. Orientation: to include presentation of philosophy and policy of guid-
ance, career information, youth problems and needs. This would generally be a
group activity.
C. Parental counseling. To engage in adjunctive counseling to augment
activities with specific students.
D. To refer parents to sources external to the school for the solution
of specific problems not appropriately dealt with by school systems.
E. Other
F.
G.
H.
1$7. WITH STUDENTS
A. To orient students in assembly to the workings of a.
iwhat it can and will do for and with the student. To advise
can aid the department.
. Percentage of time
guidance department;
the students how they
B. To counsel students, either dyadically or in groups, with reference to
the following:
1. Educational problems or questions.
2. Personal problems.
3. Vocational problems or questions.
C. To refer students to, and to coordinate their activities with, adjunctive
services or agencies.
D. Other
E.
F.
G.
H.
I.
71. WITH COMMUNITY RESOURCE AGENCIES Percentage of time
A. To familiarize adjunctive agencies and services with the philosophy,
direction, and scope of counseling activities. Such agencies would include churches,
social and mental health agencies, police, youth groups, etc.
B. To maintain liaison with external resources interested in specific cases.
C. To participate in case conferences with representatives of external re-
source agencies appropriately involved in specific cases.
D. To make refereals to and to accept referral from community resources in-
volved in specific cases.
E. Other
F.
—
. .
G.
J.
VII. WITH OTHERS Percentage of time
A. To acquaint organizations external to the school systembusiness, industry, service clubs, with the philosophy, directionguidance department. Maintain liaison with such organizations.
such as colleges,
,
and scope of the
B. To refer and recommend
acation
.
specific students to institutions of higher ed~
C. To refer and recommend specific
employment opportunities.
D. To prepare and present guidance
Lzations such as church groups, service
students to available and appropriate
oriented programs to interested organ-
clubs, etc.
E. to participate in collegiate, business, or industrial conferences thatlave specific meaning to the school system.
F. Other
G.
H.
I.
J.
K.
fill. Use the space below to include activities we may have omitted that you con-
sider to be significant either for the percentage of your time they involve
or for their importance to the guidance function.
APPENDIX B
SIMULATED ADMINISTRATION OF
GUIDANCE OPERATIONS (//l
REGULAR
#13 )
]:
Administration of Guidance Services
Education 913
School of Education
University of Massachusetts
SARGO #1 Dr. Ronald Fredrickson
Charles F. Popken
Simulated Administration of a Regular Guidance Operation
Int roduct ion to Simulation Concept
,
Statement of Course
Objectives
,
and Definition of Student-selected~ITypothetical
Community and School Situation. ~
Purpose : It would appear ridiculous to expect a school ad-
ministrator to be a guidance specialist yet, conversely, it
may reasonably be expected that an administrator of guidance
services be a guidance specialist. Writers in the literature
of guide,nee seem to accept both administrative and leadership
functions of the director of guidance (Peters., Schertzer, 1969).
You are here -to receive training in those skills necessary to
function successfully as a specialized administrator
,
speci-
fically as a director (or supervisor) of guidance (or pupil
personnel services).
In general., to function effectively as a director of guidance,
you should be capable of (l) planning, (2) organizing, (3)
staffing, h) training, £5) directing, and (6) evaluating a
pupil personnel service (Hatch, Stefflre, 1969).
Specifically, and in accordance with evidence obtained from
in-service directors of guidance, it is our aim to offer you
training in several interactions that they reported to be
relatively frequent in their fulfillment of their functions.
The interactions are with (l) administrators, (2) counselors,
(3) students, teachers, (5) parents, (6) community resource
agencies, and (7) with the public as a whole.
Riccio (1969) and Walz (1969) have described a need for inno-
vation in our profession and in the training leading to pro-
fessionalization of guidance personnel.
A decade ago Wynn (i960) described the training of school ad-
ministrators as follows
:
The mediocrity of preparation comes from . the
.
sterility of methods reported. Instruction is
classroom-bound; administration is talked about
153
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rather than observed, felt, and in these and
other ways actually experienced. Where the
student should be 'scared" by exposure to thefacts of administrative life, he is instead
bored by the tame farce of second-hand success
stories. Where the student should be fattenedby a rich diet of multidisciplinary fare, he is
starved by the lean offerings of provincial chow.
The description unfortunately still appears to be appropriate.
To offset Wynn's criticism and to meet Riccio's and Walz's
needs, we have constructed a new program, which has been tested
in two previous semesters. This semester will be devoted to a
simulation program. It will attempt to provide vicariously
and as realistically as possible the experience of actually be-
ing a director of guidance services. You may pre-establish
your institutional setting, the size and nature of the hypo-
thetical community, and your philosophy of guidance. Your
participation should demonstrate competence, innovation, and
original thought.
Program content will include Typical Encounters of the Day (TED)
and Typical Personal Encounters (TPK) . "Your participation in
the simulated interactions will require prepared written mater-
ial, role-playing, the use of video tape recorders, small group
interactions, the use of in-basket/out-basket techniques, and
of case studies. Randomly selected class members will enact the
guidance director's role in TPE's.
Specific reading assignments will be made as necessary. Most
of your reading, however, should be self-selected and should
be done in preparation of your reaction to the TED's. Your
written reactions should be maintained in a cumulative notebook.
Objectives
;
The objective of SARGO is to prepare directors of guidance
services who are capa.ble of the following performances. (This
list is not intended to be conclusive or sequential).
1. Prepare a written description of your pupil personnel
program including measurable objectives, proced-
ures, budget, and evaluation plan.
2. Interact with a school administrator to clarify role
perceptions
.
3.
4.
Present a public image of a person who can contribute tochange in individuals and in education institutions.The image should be for presentation via the multi-media of newspaper, radio, and television.
Communicate effectively with students, teachers, adminis-trators, parents, and the public on what guidance
services are, in keeping with the A.S.C.A. role
statement
.
5 .
6 .
Organize in writing a useful and well-selected testing
program. Be able to defend it orally.
Prepare a useful student’s cumulative record system.
7* Demonstrate effectiveness in counseling with parents.
8. Make oral presentations to teachers on learning problems
and demonstrate how counselors can help teachers
be more effective in classrooms.
9* Conduct guidance staff case conferences.
10. Demonstrate knowledge and understanding of uses for data-
processing in pupil personnel services by preparing
a proposal for such a program for presentation to
the leading school administrator.
11. Establish written guidelines for referrals to and inter-
actions with other community resource agencies.
12. Design an educational and occupational information system
with procedures for evaluation.
13 • Prepare an orientation program for new or transfer students.
Consider, and include in your program, specific cri-
teria for ethnic differences and integration.
14. Discuss three cases involving the APGA Code of Ethics;
drugs, sex, confidentiality.
15. You are now a qualified director of guidance, and are
ready to seek a bigger and better position, or you
are so good they have asked you to move on. Pre-
pare a personal vita tht will sell you to the bigger
and better institution.
Required Texts
:
Peters, Herman J. and Bruce Shertzer, Guidance
:
lGo.
Program Development and Management
, 2nd ed, 1969Ohio j Charles E. Merrill Publishing Company.
Malcolm X (Malcolm Little with
'ihe Autobiography of Malcolm X, 1965, New York,
,
Columbus,
Alfred Haley),
Grove Press.
Recommended Collateral Reading (for the moment): Schein, EdgarH
. ,
Organizational Psychology
, Foundations of Modern PsychologySeries, 1955, Englewood Cliffs, N.J., Prentice-Hall, Inc.
Assignment for next session.
TED No. 1
1 • Briefly describe in writing the school system in which you
would see yourself as director of guidance services,
in the near future. Try formalism in your fantasy.
a. Size and nature of community,
b-. School size, inclusive structure (K-12, 7-12,
etc), curriculum organization, instructional
staff, facilities.
c. Guidance staff, facilities, and philosophy.
2. Prepare a double-spaced, two-page article for the local
newspaper introducing yourself and v/hat you see as
the objectives and philosophy of a guidance program.
Typical Personal Encounter ( TPE
)
for the next class session.
One person will be selected randomly from the class to demon-
strate how he would discuss with his superintendent the role
and function of the guidance program. If possible, a school
administrator will be present to make the demonstration as
realistic as possible. If not, the randomly non-selected major
segment of the class population will sit in committee (simulat-
ing a school board).
Suggested reference: Strickland, Ben, The Philosophy -Theory -
Practice Continuum : A Point of View
,
Counselor Education and
"Supervision 5:3j Spring 19^9 j pp 167-168.
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Objectives
:
demonstrate ability to develop viable objectives
established^in
C
SARGO
V
#l?
“ ^ <»«uatlon
To develop and exercise public relations
via the written and spoken word.
skills
Assignment Due Next Session
.
Typical Encounter of the Day -- TED #2
1 * 1 repare for faculty, administrative and community dis-
tribution the first section of the written description of
your guidance or pupil personnel services prograrn--The Object-ive^. You may precede your list of objectives with a brief
paragraph of general philosophy or long range objectives.
Your objectives will be assessed on their acceptability in
meeting the criteria described below.
A clear statement of objectives provides a systematic basis
for program development and a channeling of energies and re-
sources to make needed accomplishments. Many in the educa-
tion field expect all guidance and pupil personnel programs
to have the same objectives. This is a mistaken notion which
does not recognize the uniqueness of staff personnel, student,
faculty and community needs. Viability of objectives is de-
pendent upon meeting local needs.
The process of stating objectives also provides ready oppor-
tunity to recognize that all the needs a,nd demands may not
be met and priorities must be established. Annually developed
objectives help to identify priorities and to focus on dif-
ferent aspects of the program each year. The arrangement of
priorities encourages an in-depth investigation and efforts
in particular areas where before only superficial attention
had been given any one objective. The guidance staff cannot
hope to solve all of the needs it recognizes but only through
clearly stated objectives can the department begin to meet
many of the prevailing needs.
Objectives which have been developed through consultation
with students., teachers, administrators, and parents have
a greater chance of being accomplished than those that are
simply taken from a textbook or state department of educa-
tion handbook. The appointment of a guidance or pupil per-
sonnel advisory committee by the central administrator con-
taining students, teachers, parents, counselors, and admin-
istrators is essential if the objectives developed are to
respond to needs, support the objectives of the total school,
and gain needed support from the school community.
If your stated objectives are to be of value to you and your
staff, it is important that they meet certain criteria. These
criteria are as follows:
a. Be specific . Neither one broad objective nor a com-
bination of a number of objectives. An example of a
specific process objective might be, "Parent conference
for each student in the 8th grade."
b . Relate to the role and objectives of your institutional
setting. Objectives must be in harmony with school
objectives, otherwise you must try to change the insti-
tutional goals or pack your bags
.
c. Be limited to accomplishments for a, one-year period . It
is unrealistic and thwarts evaluation unless a time
period is identified.
d. Be stated in measurable terms. An example might be,
"Decrease by fifteen percent over last year the number
of students who drop out of school in the 11th grade.
One objective must recognize and include means of evalua-
tion in measuring the attainment of the objectives.
Suggested Bibliography
a. Crow, Lester D. and Crow, Alice, ORGANIZATION AND CONDUCT
OF GUIDANCE SERVICES, David McKay, New York, 19oj }
Chapters 1, 2.
b
.
Association for Counselor Education
RESEARCH GUIDELINES FOR HIGH SCHOOL
a.nd Supervision,
COUNSELORS, College
Entrance Examination Board. New York ]Q67
Introduction. 9 3
c
.
d
e
.
Hatch
,
Raymond N
. ,
Stefflre,
GUIDANCE SERVICES,
N.J., Prentice-Hall
^
Buford, ADMINISTRATION OF
2nd edit., Englewood Cliff
, 1965^ Chapter 9.
3
leters, Human J., Shertzer, Bruce, GUIDANCE PROGRAM DEVEL-OPMENT ARD MANAGEMENT, 2nd Edit., Columbus, Ohio
Merrill, 1969, Chapters 1, 2, 3.
'Charles E
Shaw
,
Merrille C
. ^
"The Function of Theory in Guidance
Programs GUIDANCE MONOGRAPH SERIES I, Boston
Houghton Mifflin, 1968, Chapter 3.
*
2. The following letters were received after your article ap-peared in the local paper (TED #1). Prepare a brief reply for
one of the letters.
A.
Dear Mr. Guidance Director:
I read with interest the article which appeared about you in
"ths Evening Star
. You seem very well educated and our commun-
ity is fortunate to have you. But that is what bothers me.
How could anyone as well educated as you not recognize the evil
menace that lurks within the guidance and mental health move-
ment. Political control by those who threaten our way of life
has been thwarted at the polls and by the law, but now they
have sought more subtle ways of gaining influence over the
minds of men in the mentai health program.
Every day innocent people are being sent to mental institutions
to get them out of the way, the federal government is developing
tests for national assessment. I could go on and on. There are
many examples of the insidious and undemocratic ways in which
the enemy is taking over our country without our knowing it.
They would like to work on the young people in our schools.
I plan to write letters to the editor of our newspaper and our
school committee members unless I can get some assurance from
you that you and your guidance program will not be involved in
invading the sacred privacy of our homes, giving perverted
psychological tests, and destroying our wonderful way of life.
I will expect to hear from you in the near future.
Sincerely yours.
George P. Smith
234 E.lm Street
(Reference
:
B.
Robinson
,
Donald,
ary 26, 1965).
"Conspiracy USA," Look
,
Janu-
Dear Mr. Guidance Director:
You won't remember me because you were not there when I wentthrough school, but I graduated 10 years ago after spending 12years in the school system. I now have a good job in Chicago
°nir iechnician ; no thanks to the guidance counselori° tola me my test scores and grades in mathematics indicated Iwould never make it in any kind of technical work. But that isnot my reason for writing to you — I've made it in spite of no
contact from you guidance people in the last 10 years
.
Yesterday I drove by the old high school and everything looked
about the same - oh yes the shrubs have grown and there isfresh coats of paint on the football field refreshment stand,
and the parking lot was larger. I was curious how the world is
changing so fast yet the school hadn't seemed to change at all.
So, I went in to see some of my old teachers and see if the
school had changed any on the inside - where it really counts.
I was right the first time. There was no change - the same
subjects were being offered. Yes, there were many new teachers,
but Mr. Ashcraft was still teaching U.S. History 4th hour using
the same textbook I had ten years ago. As I walked up the halls
listening to what was going on in the classrooms all I could
hear were teachers talking. The students were saying very lit-
tle and then only an obvious question about diagraming a com-
plex sentence. Very few students were in the library. It was
so quiet I felt uncomfortable when I talked with Mrs. Wilkinson.
Nov; I am loyal to my old hometown and its school, if I wasn't
I wouldn't be writing this letter to you. The students seemed
so bored and passive, as if the world had gone by without them.
My question to you is this. You are supposed to be concerned
about kids which I read in the paper. But tell me concretely
and not in a.ny of those educational generalizations, what in
hell are you doing to bring the schools up-to-date and make it
a more exciting place rather than the morgue I visited.
Sincerely yours.
Henry Merryweather
,
Jr.
/
I
lOjj
—
a
'
l Fersonal Encounter_(TPE #2) for next claRa
th
K
ClaSS to intemew
school to see for themselves wh^ ri who have come to the
to do. atj the guidance program Intends
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Interaction With Parents
Dr. Ronald Fredrickson
Charles F. Popken
Objectives
:
tion
To demonstrate skills in preparing and presenting
via different methods and media.
informa.-
To demonstrate interaction skills.
Assignment Due Next Session
.
Typical Encounter of the Day
1 . The PTA is meeting next week. The Superintendent of Schools
wants to introduce you and wants you to speak for approximately
ten minutes about your guidance program: what it is, and what it
should do for the children in the schools. Your presentation
should hold their interest and should be informative. The pre-
sentation will be either a demonstration, a case study, or a
lecture. The class will be divided, either voluntarily or by
arbitrary random selection, into thirds so that each format will
receive approximately equal representation.
Formats
Demonstration
. This will consist of organizational and flow
charts, and handouts (if feasible), or may be in the form of a
chalk talk. A certain amount of verbal explanation necessarily
will be a function of this format. Arrangements may be made &r
use of overhead projectors or slide projectors, if sufficient
advance notice is received by the instructor.
Case Study
. This will illustrate how and when your guidance
services are utilized to deal with the problems of a specific
student. You will be required to hypothesize a student in an
anomalous and adverse school situation. You will be expected
to indicate all resources, either within the school or external,
used to effect a solution of the student’s problems. Diagnosis
and prognosis will be required.
Lecture . This will consist of a ten minute speech, wherein
you describe your guidance services as fully as possible.
Please include staff information, services provided, externalresource agencies referred to, and population dealt wi?h?S
tions?
PrehenS1Ve aS posslble within the established time limita-
2. Be prepared to answer field questions from theSome possible questions might be:
parents
.
( p ) What is this school's dress code? Who devised it 9Who enforces it?
(2) Does this school have a drug problem? What is beinadone about drug education?
(3) Will you ask our children personal questions about
their homes?
(4) What is your position on sex education in the schools?
(5) To what extent and with whom do you share information
obtained during counseling sessions?
(6) You put our children in slots. How do you decide
which slot a child belongs in?
(7) What psychological tests are included in your testing
program? Why?
(8) Why do our children need guidance - I didn't have it
when I was in school.
(9) How come more Of our children don't enter college?
What are you doing to help them?
(10
Are you involving our children in sensitivity groups?
What is so wonderful about them, anyway?
3 • Typical Personal Encounter for Next Class Session .
Persons will be seLected randomly to make their presenta-
tions to the PTA . Each format will be represented in a
TPE. Other members of the class will play the roles of
parents. They may also be asked to respond to specific
questions
.
Suggested Bibliography
a. Bergstein, Harry B., "The Parent and The School Counselor:
16
/
b.
c
.
d
An Emerging Relationship."
13* 243-247^ summer 1965.
Vocational Guidance Quarterly
,
O'Dea, J. d.j
Delta Kappan
,
Parents Can Assist the Counselor." Phi
3^, 323-325, May 1953.
5
—
*lan
„• "Right Wingers in Dallas,"
d> 27-31 3 58-59* February 1970.
Psychology Today
,
St
?ut ^
„
IrvinS and Langdon,
ships j What Research Says
1958.
*
—JL
-
Grace^ Parent-Teacher Relation-
To The Teacher
, AERA, NEA No. 16,
e
.
D ’ a"d Dunn
> Melvin, The Role of the Teacher
iS. the Guidance Program
, Bloomington,
_
min?ii7_M^KHIiH^and McKnight, 19b4, Chapter 3. pp48-68, "Home and SchoolRelationships.
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Development of a Test Program
Objectives :
To develop a test program consistent to your school situa-
tion and your guidance service objectives.
To interact with teachers, administrators, and counselors.
Assignment Due Next Session
Typical Encounter of the Day
1. An important function of the guidance program is the develop-
ment, selection, administration, use, and evaluation of a system-
wide standardized testing program. A new program may have to be
modified to meet contemporary needs, i.e., disadvantaged students,
special language problems, learning disabilities, rural or urban
students
.
Develop a brief description of your testing program, following
the suggested outline below:
(1) Purpose of testing program.
(2) Selection of tests.
(3) Administration of tests.
for what grade,Include when during school year,
scoring, etc.
(b Dissemination of results.
Recording of test performances,
results, etc.
interpretation of
(5) Evaluation of program.
Follow-up, research studies, etc
It 'is recommended that you consult appropriate texts and refer-
ences. A number of suggestions are listed below:
170 .
Buroc, Oskar Kj Mental Measurements Yearbooks
o) Highland Park, New Jersey, Gryphon Press.
(l through
Cronbach,
New York,
Lee J
.
,
Harper,
Essentials of Psychological Testing
,
Goldman, Leo, Using Tests in Counseling,
Apleton-Century
-Crofts, 19BT.
” a New York,
2. There will be two types of encounters:
(1)
One in which the director will work with an advisory
committee from the school system and community in developingthe purposes of the testing program. This advisory committee
will consist of an administrator, teacher, psychologist, parent,
and counselor. J ^ 3
(2)
The second encounter will be with a group representing
all members of the faculty and administration. Having formulated
a system-wide testing program, a guidance director will be asked
to present his program. The advisory committee with which he
worked will sit with him as a supportive panel. The committee
will assist the director in responding to audience questions.
3 • Typical of questions that may have to be responded to are:
(1) When will we get last year's test scores?
(2) What personality tests are being used this year, and
why ? *
(3) How much will this program cost?
(4) How much extra work for the teachers do these tests
represent?
(5) What norms do you plan to use with these tests?
(6) What are the reliability and/or validity data about
X test?
(7) Will scales or tests be used whose items question the
authority of the teacher?
(8) Why do we have to label kids with test scores?
(9) Are interest inventories really necessary?
ness
(10) Will these tests be used to
of teaching? evaluate the effective-
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Objectives
:
It is a truism that without understanding and cooperation
?^. te ?“Shf rs a <?irector of guidance would find it extremelyifficult to achieve the goals he has set for his program. Itmay also be said that without the aid of an effective guidanceprogram the classroom teacher may find it equally difficult to
reach his objectives.
This simulation views guidance personnel as resource aidsin several areas.
1. Interpret and evaluate test performances to teachers.
2. Assist teachers in the establishment of optimal learn-
ing conditions for students.
3 • Accept referrals from teachers of individuals or groups
having personal^ educational or vocational problems
or questions.
Act as resource person on child and adolescent develop-
ment .
5* Work in a supportive role with teachers (especially
beginning teachers) on questions of professional
identity and personal competence.
6. Advise the administration on policies concerning
personnel and communications procedures among staff
members
.
7. Aid the classroom teacher to become more sensitive
and receptive to a wider variety of student feelings
and behaviors
.
8. Aid the classroom teacher to develop self-awareness
of his own feelings and behaviors.
Two problems a,re presented in this simulation which relate
to the services provided by guidance posonnel to both teachers
and administrators. These situations are not meant to be totally
representative of these services but serve to highlight the kinds
of problems encountered in schools today,, and the depth of know-
ledge and skill needed to work effectively with teachers.
Typical Encounter of the Day #1
The following article, Students Are Niggers
,
has recentlybeen circulated by an underground press that has emerged inyour school. Reactions range from outrage to acceptance,
indignation to tolerance. You have been requested to assess
your position on the two issues; an underground press, and the
article in question. Determine your position; then put it in
writing, justifying that position with reference to your offic-
ial status as guidance director.
Typical Personal Encounter of the Day #1
Present your position (read it or declaim it) to the
assembled faculty and administration of your school. Your
next task is to moderate the ensuing debate from the floor.
Typical Encounter of the Day #2
A group of beginning teachers has formed a small seminar
to deal with personal and professional questions. You have
encouraged individual teachers to participate in such a group,
and have asked the principal and superintendent to support it.
These teachers have asked you to come and speak with them about
what we know for sure about learning, from research. They want
to implement these findings in their classrooms.
The attached reprint of Watson’s article What Do We Know
About Learning? may serve as an initial source for you. It is
suggested you settle on one aspect, or recent finding of impor-
tance to education. Prepare a ten minute presentation concern-
ing that finding.
Typical Personal Encounter of the Day #2
Read or orate your presentation to the faculty-administra-
tion group earlier assembled in protest against the underground
press. Be prepared to defend yourself in the event of questions
from the floor.
Suggested Bibliography :
Gage, N.L. (ed) Handbook of Research on Teaching, Chicago,
Rand McNally, 19^3
•
Mindal
,
M. Toby, "The Role of the Guidance Specialist in
the In-service Education of Teachers," Personnel &
Guidance Journal, 43* March 1967* pp 692-696
.
National
Says
Education Association’s
to the Teacher .' 1
Series bn "What Research
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Objectives :
To develop insight into racial issues in school
situations
.
To demonstrate dyadic interaction skills with
students
,
counselors, and teachers.
Typical Encounter of the Day
The Director of Guidance of a nearby large city
school system has suffered a, disabling injury and will be
on sick leave for approximately six weeks. His staff is in-
experienced and new to the school system because of high
counselor turnover each year. The superintendent heard of
your exceptional program from a State Department of Educa-
tion official, and was impressed with it.
He has called upon your superintendent and has
requested your services as a consultant in dealing with
immediate racial problems in his system. You have accepted
and have agreed to devote two and one-half days a week In
dealing directly with students on these issues.
You are asked to report to a senior high school
in the downtown section of the city. The student population
is 30/ black, out of 1700 students in the grades 10 through
12 . The majority of teachers have taught for only one or
two years. 15% of the teachers are black a.nd there are no
black counselors. One vice-princial is black. The curricu-
lum is three-track; general, vocational, and college prepara-
tory.
The building is multi-storied and was constructed
in 1932. It is badly in need of repair and/or remodeling.
There is very little audio-visual equipment; most instruct-
ional aids have been damaged or have "disappeared." Most
textbooks are out of date, in poor condition, and in short
supply.
Recently
,
athletic and social events have beensuspended because of the potential for student riots.
On your first day on the job,
students present a. series of demands to the
a group of black
principal
:
.
• A black studies course must be implementedimmediately, in substitution for United States History whichthey consider a white racist course.
2.
The principal is to be replaced immediatelyby a black.
3. Black students must be admitted to any of
the three curricula, without discrimination on the basis of
the results of culturally biased tests.
4. Black cultural artifacts such as Afro hairdos
and dashikis will be permitted.
5.
The percentage of black teachers will be in-
creased to 30$ immediately.
Assignment for Next Week
Be prepared to deal with any of the following
Typical Personal Encounters in a role-playing situation.
TPE #1 A fight among a small group of black and white
students has broken out in the cafeteria. You
have been summoned by the supervising teacher to
come quickly and stop the fighting before the
incident spreads.
TPE //2 A white senior girl and a black senior boy ask
to speak with you confidentially. You agree,
and lea.rn that the girl is pregnant with his
child. They want to marry and run away to anothe
pa.rt of the country. Neither of their families
a, re aware of their relationship.
TPE #3 A group of white students are organizing commun-
ity pressure to urge resumption of athletic and
social events. They want to have enough police
present to maintain order. The principal a.sks
you to speak with them about the danger involved.
177
TPE #4
TPE #5
A black male student earning "stright A's" inthe college preparatory program has been threat-
ened by other black students for what they callUncle Tom behavior. He has a good chance of
eventually earning a college scholarship. He
wants to mind his own business, but fears for his
safety. He comes to the counseling office and
asks you What should I do"?
A white teacher comes to you with a black student
witness and states thatanother black student calledhim a racist bastard," before the class. The
teacher wants to see the student expelled, but
the principal wants your recommendation before
taking any action.
Suggested collateral reading :
Bagdikian, Ben H . : In The Midst of Plenty
Baldwin, James: The Fire , Next Time
Bennett, Lerone: Before the Mayflower
Brown, Claude: Manchild in the Promised Land
Cobbs, William H. et al : Black Rage
Ellison, Ruth: Invinsible Man
Franklin, John Hope: From Slavery to Freedom
Griffin, Howard: Black Like Me
Harrington, Michael: The Other America
King, Martin L., Jr.: Why We Can *
t
Quit
Lincoln, Eric: The Negro Pilgrimage in America
Malcolm X: Autobiography of Malcolm X
Pettigrew, Thomas F. : A Profile of the Negro American
Silberman, Charles: Crisis in Black and White
Silver, James : Mississippi: The Closed Society
Smithy Lillian: Killers of the Dream
Washington j K. S.,
Vontressj Clemmont
What Counselors Must Know About Black
Fever j Personne l & Guidance Journal.
47 :3j> November 196B\,~pp 204-2097
*
E., "Cultural Barriers in the Counseling
Relationship
5
" Personnel & Guidance
Journal
,
48 :1, September 1969
, pp 11 -l8
.
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Drup; Use and Abuse
Objectives :
To develop drug information and education Drop-ram s nu fl hi Qto your school situation. ° p S suitable
To interact with teachers and administrators.
To interact with student groups.
Assignment
It has become quite apparent that drugs are an expandingcontemporary problem of young people. What was a problem for'some adults the day before yesterday; for "hippies^ yesterdav*and for high school students today; is even now becoming a
“y ’
het^L^°b7em wltl some Pre-adolescent youth. If indicationse correct
,
the problem promises to become even more serious.
If the counselor is to be involved in the critical prob-lems and concerns of youth, it is crucial that he be informed
about drugs and their effects. The attached articles provide
ample reference for study on drugs and their uses.
TED #1
The puipose of this SARGO is to plan, develop, and imple-
ment an educational program on drugs, their uses and abuses.
The program you develop for your school will be evaluated ac-
cording to the following criteria:
1. Clarity of objectives.
2. Appropriateness of procedures and materials to
population
.
3. Economy of program.
4. Attention to a means of evaluation.
TPE //I
Trainee programs will be selected randomly for presentation
to school committee or trustees for their approve.].. The school
committee a.genda will allow you no more than ten minutes for
presentation j questions and answers, a.nd a vote on the issue.
TPE #2
A group of students have asked you to discuss the differ-
ence between habit-forming and non-habit-forming drugs.
TPE #3
You have just finished a 35 minute drug abuse information
assembly of the entire student body. You will now entertain
questions from the floor.
TPE #4
A group of concerned students read about a recent death at
a nearby college. They submit you a letter written by the Dean
of Students of that college (see atta.ched letter by Dean Ward);
and ask you what they could do personally to prevent such an
incident at their school.
1 <
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The Use of Case Studies
Probably the most effective means a guidance dir-
ector has for improving the counseling his system provides as
well as the system's total educational environment is through
the study of the individual student. Too often professionals
are quick to generalize about student behavior and develop
stereotypes that blind them to the unique individual.
The idiographic approach provides a meaningful
way to see the individual as he develops over time, and to
integrate the various factors that affect his behavior.
Objectives
:
The objectives of this SARGO are to train you in
the use of a case study as an effective means of:
1 . Consolidating those items pertinent to the
educational, vocational, and personal history of a student into
concise format.
2 . Using the information contained in a case
history to analyse the student and those of his needs that
a school may appropriately meet.
3. Determining apparent needs that may be ap-
propriate for external resource agencies to deal with.
4 . Cooperating with your counselors and with
teachers to ascertain that adjustments, if any, may be made
to render the student’s education more effective.
5. Predicting performance in future school years.
TED (Typical Encounter of the Day)
A major purpose of this SARGO is to demonstrate
the effective use of a case study as a tool for modifying an
educational program to meet the needs of an individual client.
The cn.se of George has been completed by one ofyour counselors as a basis for your action.
... , .
are to Prepare a written report to be trans-
4
e<^ W1th the case study to all of George's teachers fortheir review prior to a case conference. You are to conductthe case conference as a model that you would like all of yourcounselors to follow in conducting case conferences of their
own
.
Your report should include consideration of testperformances
,
peer relationships, educational needs
; teacher
evaluations
,
parent-school relationships
,
recommendations
,
follow-up pi ocedures, and other factors you may wish to develop.
TPE #1
A randomly selected director of guidance will
conduct a case conference with George's teachers and counsel-
ors .
The principal has requested a recommendation for
George's promotion to grade 9 or retention in grade 8.
TPE #2
Conduct a staff meeting with your counselors to
critique George's case study, and review the theory and mechanic
of prepa.ring a case study.
Bibliography
Fredrickson, Ronald H., Wightma.n, Lawrence, and
Zimmer, Jules; The Amherst Ungraded Schools: An Evaluation
Report
,
Vol . II, 1969, pp E-l - E-342.
Grow, Lester D., and Grow, Alice, Organization
and Conduct of Guidance Services
, 1965.5 New York, David McKay
Company, Inc., pp 4b8-473*
Ohlson, Merle, Educational Services in the Modern
School
, 1964, New York, Harcourt, Brace & World, pp 182 -28 9.
Rothney, John W.M., The High School Student
, 1953^
New York, Holt, Rinehart & Winston, pp as appropriate.
White, Robert W., Lives In Progress
,
2nd ed, 1968
,
New York, Holt, Rinehart & Winston.
Nota bene : The bibliography above is not intended to be
conclusive and limiting; there are many texts
appi opriate to case studies and their usage.
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Counseling and Counseling Supervision
Objectives
:
Dr
. Ronald Fredrickson
Charles F. Popken
To demonstrate proficiency in one-to-one counsel-ing and to explain theoretical framework as it relates to
counselor performance.
To utilize a client rating scale in assessing
counseling process.
To increase trainee's competence in counselor
supervision using typescripts and electronic recording devices.
Introduction
:
Counselor supervision must be an on-going concern
of the director of guidance if he and his staff are to maintain
and improve relationships with students, teachers, and parents.
It seems important that this be an on-going in-service project
included as a normal part of the department’s operation. The
director of guidance is responsible for esta.blishing and imple-
menting a counselor supervision program. One of the prerequisites
of a profession is self-supervision. Unfortunately, supervision
too often remains only an experience for pre-service training.
It seems imperative that the director of guidance submit himself
to supervision by his colleagues, and exercise leadership and
supervision of his entire staff, professional and non-professional.
One-way gla.ss, video tape, interview notes, and
actual observation in the room are all ways by which supervision
of counseling may be effected. Probably one of the most preva-
lent methods used is with the audio ta.pe recorder. Listening
to tapes is a common and useful way for the counselor to obtain
immediate feedback. A typescript made from such a recording
also provides a unique means of analyzing the content of what
has been said. Regardless of budgetary limitations, numerous
methods are available to the resourceful director of guidance.
The variety of critica.l questions faced by students
would seem to be limitless. A major function of the counseloris to facilitate student decision making. Directors of guidance
cannot divoice themselves from functioning as counselors because
they are in an administrative position.
Typical Persona.l Encounter (TPE)
(
Some critical questions will be presented in a film
entitled "it's Your Move" New Dimensions, Jericho, N.Y. (*) You
will then be asked to assume the role of either counselor or client
and carry out a counselling session dealing with one of the ques-
tions .
Following the simulated counseling session each per-
son role-playing a client will complete a client evaluation scale.
The evaluation will then be discussed with the counselor.
Typical Encounter of the Day (TED)
Tape record a counseling session. Select a 15
minute segment that provides an interaction for which you would
like to obtain another professional counselor’s comment. Pre-
pare a typescript of the 15 minute segment. These typescripts
will be exchanged among members of the class for a thorough re-
view and critique.
Proper typescript procedures for this course in-
clude :
a. Double spacing.
b. "Co" indicates "counselor".
c. "Cl" indicates "client".
d. Extended pauses should be noted.
e. Audible expressions such as "mm-hmm", nervous
coughs, etc., should be included.
TPE #1
One of your counselors seems threatened by the idea
of supervision. He says the director needs to show more trust,
and assume that things a.re going along satisfactorily if no com-
(* ) Film "it's Your Move," New Dimensions in Education,
Long
Island House, 131 Jericho Turnpike, Jericho, New York,
186
.
plaints have been made by students or parents. In additionhe questions what evaluation criteria for counseling can be*
applied in one session.
Be prepared to role play with this counseloryour reaction to his questions and counter-arguments.
TPE #2
Role-play supervisor and counselor. Alternate
roles in evaluating and critiquing each other's typescripts.
TPE #3
Be prepared to demonstrate how to use a tape re-
corded to another person.
Suggested Bibliography
1. Altucher, Nathan, "Constructive Use of the Supervisory
Relationship , " Journal of Counseling Psychology, l4.
March 1967
,
165-170.
'
2. Clark
,
Charles M.
,
"On the Process of Counseling Super-
vision/' Counselor Education and Supervision, 4. Winter
1965
^
64-577
3 . Counseling Psychology , l6, November 1969. Issue is con-
cerned with counseling process and supervision.
4 . Counselor Education and Supervision
,
6 Fall 1966. This
entire issue is devoted to counselor supervision.
5. Gysbors, Norman C., "Strategies for Practicum Supervis-
ion," Counselor Education and Supervision, 3 , Spring
1964, 149-152.
6. Johnston, Joseph A.. "Practicum and On-The-Job Ratings of
School Counselors, 1 Personnel and Guidance Journal, 45,
Sept. 1966, 16-19.
7. Linden, James D., Stone, Shelley C., Shertzer, Ermee,
"Development and Evaluation of an Inventory for Rating
Counseling," Personnel and Guidance Journal, 44, Nov.
1965, 267-276.
8. Waz.er, Gilbert M., and Engle, Kenneth B., "Practicum
Sup e rvisi °n: G°°d Buys and Bad Guys/' Counselor Educationand Supervision
, 7, Winter 1968, 147-1497 — — -
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Community Resource Agencies
Objectives :
Dr. Ronald Fredrickson
Charles F. Popken
To increase the trainee's skills in initiating co-
operation with, a.nd obtaining it from community resource agen-
cies and personnel.
Introduction
:
The school system and its pupil personnel services
cannot be all things to all students. External aid must neces-
sarily be enlisted on occasion. That aid may come from church
groups, service clubs, civic agencies, local businesses, and
others. It would appear to be a directorial responsibility to
be aware of, and in contact with, resources external to the
school, that he may make appropriate referrals or requests for
assistance at those times when services beyond the capabilities
of the school system a.re needed for effective guidance.
Examples of needs requiring external aid might
include work-study programs, career seminars, delinquency,
drugs, and mental health. It is incumbent upon the director
of guidance to initiate cooperation with community resource
agencies and personnel, as required.
Guidance directors should also recognize that
their knowledge and skills can contribute to the effectiveness
of the resource agencies, themselves. The director's skills
in human relations, understanding of youth, organization and
administration theory, measurement and clinical procedures,
and the education processes would be of aid to outside agencies.
TED #1 - Typical Encounter of the Day
You want to enlist the participation of the pas-
tors, priests, and rabbis of your local houses of worship in
a series of four ecumenical breakfasts, dedicated to an exam-
ination of the problems of youth.
lo
on a major youth problem°and°on how^you woul^liro
6?!^'aS
K
J
to work in concert with the schools in arceUoraUng^L^roS^
lems critical“o
W
the llnthlT,y^towTwLV*0036 ^ pr°b 'H£“ sfMsrss-HsiJ =» -
ities von w-i T?
U
o ?
nl
?
have to know Y°ur °™n capabil-
k
Y
?
1}.^' ? have to have an approximate idea of thechurches capabilities. Since this is essentially a selling
a^d
S
Jnnr
yo? must be in command of anough facts about youth
C
y u guidance program that you may present convincingreasons for the church's cooperation. S
, .
Present your proposal in outline form, within aletter addressed to the president of the local ecumenical
council.
TED #2 - Typical Encounter of the Day
Prepare a letter to the mayor of your town, in
which you strongly
_ urge the establishment of a Yough Centerm an empty store in the downtown section of your community.Indicate reasons for such a center, what basic equipment andpersonnel would be needed. Include also a statement of howyou would help.
TPE ffil - Typical Personal Encounter
Present a ten (10) minute speech to a service
club luncheon. The members have asked you particularly to
respond to questions they have in their minds concerning an
article that recently appeared in the local newspaper. There
may also be questions from the floor after your speech. (See
attached article).
TPE #2 - Typical Personal Encounter
You are concerned about gaining the cooperation
of community leaders for your guidance program, that it might
better serve the youth of the area. Because of their tight
time schedules, you have only a ten (10) minute appointment
with one of the following people. Within this ten minute per-
iod, you have to sell yourself to him; convince him that he
should be vitally concerned about youth and the schools; that
he may
to eorti-itate. Suggest concrete waysn help. Adjust the style of your approach to fitdividual you confront. P lrc
by which
the in-
a.
b.
c
.
d
e
f
Chief of Police.
President of the town’s major industry.
Mayor, or town mana.ger.
Director of area Mental Health Board.
District Juvenile Judge.
Executive Director of the Chamber of Commerce
e
aSlS f°r the TPE aboVe
’
11 raieht behoove youactually to interviews community leader to inquire about hisviews of youth and guidance programs).
Suggested Bibliography :
Peters, Herman J., and Bruce Shertzer, Guidance: ProgramDevelopment and Management
,
2nd ed, 1969"/ ColumbusT Ohio,Charles E. Merrill Publishing Company, Chapter 13.
oh rum, Edison E., Heredity Bigger Factor Than Environment,Says Writer, Sedan Times-Star
,
Sedan, Kansas, December 22,
"1 OnA ~ *
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Preparation of a Program or Research Prospectus for Outside Funding
Introduction
:
The enactment of federal legislation Title XXI,
FSEA has greatly expanded resources for educators in conducting
research and in introducing new programs. Guidance directors
no longer can excuse themselves or their institutions for in-
ability to collect the necessary information, purchase the
necessa.ry time, personnel, materials, and services to improve
the effectiveness of guidance services or the total institution.
Private funds and corporations also are available
to support worthy and useful projects. Directories are avail-
able of such organizations in most libraries.
The U. S. Office of Education has established a
number of regions in the United States. Regional coordinators
are available for consultation and assistance in preparing pro-
posals. They also serve as coordinators for proposals in
their districts amounting to $10,000 or less. State depart-
ments of education have also appointed coordinators for federal
funding on the Elementary and Secondary Education Act to aid
schools and staff members.
Distribution of research and development funds
has not been equal to all schools or regions of the United
States. Some school districts have been gaining a dispropor-
tionate amount of the funds due to the initiative of their
.
administrations and staff members. Often the schools needing
the funds the most are the least likely to have the personnel
or the information necessary to submit proposals.
Guidance directors are in a unique position to
seek answers to questions that relate to problems of the stud-
ents. Leadership can be given by providing timely information
on available funds for faculty members when they seek to get
data or to innovate new programs. Directors can not only P ro
“
vide leadership for their school or clinic, but may also pro-
pose programs or conduct research themselves.
In the United States
,
industry spends ud to inpercent of its gross income on research and developmentSchoois on^the other hand, allocate less than 1/10 of 1 per-cent of their educational expenditures for research. It is
scmie states have had to return money to the U S
r)r^^+
° f
r
Educ
^
lon because of lack of application of fundableprojects from the schools.
Objectives
:
1. To demonstrate skill in the identification
and statement of a problem or research question related toguidance services.
2. To communicate knowledge of questionnaire or
scale development, basic research designs, and funding sources.
3* To demonstrate competence in preparing a
program or research prospectus to be used in soliciting for
possible funding.
4. To demonstrate the ability to make an oral
presentation to the potential funding authority, explaining
why your project should be funded, and your capability to
direct it.
TED - Typical Encounter of the Day :
Prepare a two or three page program or research
prospectus which responds to a letter your superintendant
received from the state department of education, asking for
submission of ideas which might be funded. Use the following
outline in the preparation of your prospectus.
Project title:
Applicant organization: (Your school)
Project director: (Who)
Submitted by:
Duration
:
Anticipated cost:
Date transmitted:
Description of project.
a. Problem and objectives.
b. Procedures.
c. Personnel.
d. Facilities.
e. Evaluation.
f. Use of results.
TPE #1 - Typical Personal Encounter of the Day
Your prospectus, along with several others, has
been considered potentially worthy for final screening by the
funding authority. You have been invited to appear before a
reviewing board to amplify your prospectus and further justify
it. The board will conduct fifteen ( 15 ) minute interviews
with each of the proposers in order to decide whose project
will be funded.
Randomly selected directors will appear before a
committee of trainees role-playing as members of the funding
body. At the conclusion of the interviews, the project to be
funded will be chosen by vote of the committee.
TPE #2
Role play a telephone call from a concerned
parent who wants to know why a school supported research pro-
ject is including only a random 50 percent of the sixth grade
students in an experimental group.
The following material is attached:
1. A counselor’s Guide to Federal Aid Programs.
2. The Construction ,of Questionnaires for Sur-
veys in Education, by Gerald Lumney.
3 . Suggestions for the Preparation of Educational
Research Proposals, by David Krathwohl.
4. Small Project Research Regional Research
Program, Oct., 1967 *
Suggested Bibliography
1
. ,
Association for Counselor Education and
'Supe rvis ion,
_
Re search Guidelines for High School Counselors ,
New York, College Entrance Examination Board, 1967 •
2. Kerlinger, Fred N., Foundations of Behavioral Research ,
1964, New York, Holt, Rinehart and Winston, Inc.
3. Mouly, George J., The Science of Educational Research ,
1963
,
New York, American Book Company.
4. Good, Carter V. , Introduction to Educational Research , 2nd
ed., 1968, New York, Appleton-Century-Crofts Division of
Meredith Publishing Company.
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Preparation of an Evaluation Plan for Ycur Program and the
Development of Instruments Needed. ~ '
Introduction
:
In SARGO #11, a research prospectus was prepared.
The sound procedures learned in preparation of that prospectus
should be applied in developing your evaluation plan and tech-
niques. The objectives in SARGO #2, if soundly and specifically
ennumerated should provide the basis for launching the evalua-
tion study.
There are two principal ways of evaluating counsel-
ing or personnel programs; to study the process, or to study
the outcome. Process conditions are an important part of evalua-
tion, but not to the extent demonstrated by the overbalance of
evaluation studies focussing on this means. Outcome evalua-
tion, as it relates to specified processes, is sorely needed
in most schools, colleges, or clinics. Evaluation should be
an integral part of your program on a systematic and longitud-
inal basis.
The time has come to assess the program you have
been developing this year. It will be necessary to describe
your procedures so clearly that another person could conduct
the evaluation from your description and with your instruments.
Good questionnaires are difficult to prepare, therefore, it is
recommended that you refer to samples from your state depart-
ment or in professional literature.
Objectives
:
1. To be able to outline an evaluation program
that demonstrates research and evaluation skills.
2. To develop a questionnaire that will ade-
quately evaluate a guidance program in terms of outcome.
3. To be able to apply critcal judgment in the
assessment of a questionnaire developed by another person.
193 .
relate program objectives in terms of howthey may be applied to dea.ling with a specific student.
TED #1 - Typical Encounter of the Day :
Referring to your program objectives established
in SARGO #2
,
and to the survey techniques you learned in SARGO
#11 * develop a two-part questionnaire that will indicate justhow well your program achieved its objectives. The first' part
will be responded to by students; the second part., by teachers.
In this way you will ascertain how your program is seen and val-
ued by those for whom it was primarily developed, the students,
and by those who have the most frequent contact with the stud-
ents, the teachers.
TED #2
Recommended format for Evaluation Program
.
1. Statement of purpose of evaluation.
2. List of objectives from SARGO #2. Enumerate
under ea.ch, if necessary, in hyothesis form
the specific question which can be answered
through your evaluation procedures.
3. Identify what guidance procedures, techniques,
and practices were utilized to achieve object-
ives so that they can at least be connected
theoretically to the objectives.
4 . Describe techniques developed for data collect-
tion. Include copy of follow-up questionnaire,
or other instrument that might be used. Will
your data, be accurate? Will verification be
necessary? Will evaluation procedures be
continuous ?
5. What implications and conclusions might be
drawn after rigorous analysis of your data?
How will the results be disseminated and used
by you, your staff, school, college, or clinic?
TPE #1 - Typical Personal Encounter of the Day .
You and your staff members have each prepared a
proposed questionnaire. You will assemble the staff and conduct
/i:
a critique of each questionnaire in order to develop a final
version that will utilize best features of all.
TPE #2
Individual objectives for each student are often
a more meaningful way of approaching evaluation that the more
normative approach of looking at the total program. The factthat a majority of students were helped by the guidance staffdoes not always five a complete picture of what happens toindividuals. Review of the Case of Barbara, attached, should
prepare you to respond to the following questions about the
school counselor 1 s objectives for Barbara. Responses will be
oral
.
1. For this particular case, what would you ex-
pect might be accomplished in terms of reasonable outcomes as
a result of a series of contacts with a counselor and with other
appropriate resources? (Assume that by most criteria the
counselor would be rated effective).
2. What would you expect as reasonable outcomes
if there were no counseling or if the counseling were of "poor"
quality?
3. What kinds of information would have made it
easier to make the judgments requested in items #1 and 2?
4. What might you expect as super-outcomes
(exceeding reasonable expectations) as a result of a series
of contacts with a counselor and with other appropriate re-
sources? (Again, assume counselor effectiveness).
TPE #3
The superintendent of schools has been approached
by a faculty member from a nearby university to administer a
questionnaire to all college-oriented graduates. He asks you
for your evaluation of the Questionnaire on College Admission
Assistance, and for your recommendations to be presented to him
via the telephone.
Suggested bibliography:
Association for Counselor Education and Supervis-
ion, Research Guidelines for High_ School Counselors , New lork.
College Entrance Examination Board*^ 19^7j PP 71-07Y 100-114.
Crew, Lester D., and Alice Crew,
Conduct of Guidance Services
, 1965, New York,
Chapters 157 (Lists numerous check lists
,
9
questionnaires )
.
Organization and
David McKay,
inventories, and
tration of
New Jersey,
Hatch, Raymond N., and Buford, Steffire, Adminis-
Guidance Services
,
2nd ed., 1965, Englewood“Clif f s
,
Prentice-Ha.ll, Chapter 8.
Johnson, Dorothy K., Expanding and Modifying
Guidance Programs
,
Guidance Memograph Series I, 19bb, Boston,
Houghton Mifflin Company, pp 23-27.
Peters, Herman J., and Bruce Shertzer, Guidance:
Program Development and Management
,
2nd ed., 1969, Columbus,
Ohio, Charles E. Merrill Publishing Company, Chapter 17.
^
Rothney, John W. M.
,
Guidance Practices and Results,
1958, New York, Harper and Row.
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American Personnel & Guidance Association Ethical Standards.
Objectives
:
1. To demonstrate knowledge in the use of APGA
Ethical Standards in solving problems arising from the concept
of priveleged communication.
2. To present a five minute statement that ans-
wers the question. "Who is your client"?
3. To prepare a resume that presents relevant
and complete information, necessary to consideration of YOU as
a potential professional employee.
Ethical Standards ;
Respond to each of the following situations in a
short written statement that indicates how you might act. Sup-
port your responses by appropriate references to the Ethical
Standards
.
1.
You inadvertently learn that one of the
counselors on your staff has been attending weekend "pot"
parties in a distant city. Rumors are current in your school
that some of the students this counselor sees regularly have
been obtaining "pot" from him for their own parties. The
particular counselor is quite popular with all students, and
you have been pleased with his work. Would you take any act-
ion? What?
2. The local prosecutor would like you to testify
about your consultations with a juvenile who is being prosecuted
for theft. The prosecutor claims you do not have privileged
communications sanction. Wha.t action would you take?
3. An 18 year old female student informs you in
a counseling session that the assistant principal has been
asking her to stay after school to help in the office, or to
do other tasks in which the two of them are alone together.
He has made borderline suggestive statements concerning their
relationship. She wishes to graduate first in her class and
will probably succeed if she earns an "A" in her American Prob-
lems course, which the assistant principal teaches. The class
valedictorian will receive a $1,500 scholarship, which the
girl needs to attend the university. What action would you
take?
4. A former client of yours has recently gradu-
ated from Teachers College and has applied for an elementary
teacher’s position in your system. You had helped him toward
resolution of a sex role identity crisis when he was in high
school. The current superintendent, who was the principal
when the applicant was in high school, remembers him as a
particularly effeminate boy. He also remembers that the boy
underwent extensive counseling with you. The superintendent
drops into your office and inquires about the reason for and
the results of the counseling. What is your response?
5. During the night a number of bricks were
thrown through the windows of the school and of a candy store
in town. Glass damage amounted to several hundred dollars.
Local police have two suspects in custody and the newspaper
reports that charges will be placed against one of the young
men. He will neither deny nor admit that he committed the
act. He was seen in the area, however, and he has a record
of two previous arrests for minor offenses. All indications
are that the young men in question will be found guilty when
the court convenes this afternoon.
Just before lunch, one of your counselors asks to
see you about an important matter that has been bothering him
concerning the case . He informs you that one of his regular
counselees has boasted that he broke the windows for a lark,
.
and he thinks it funny that another boy is being blamed. This
information is not known to the young man scheduled for trial.
The counselor does not know what to do since his counselee
refuses to be persuaded to admit his guilt publicly. What
would be your advice to the counselor?
TED #1 - Typical Encounter of the Day .
Prepare a professional resume including appro-
priate personal and experiential information. Do not use your
real name or address; substitute instead, your mother s maiden
name and your sex, i.e. , Winslow, male. Another information
should be complete and accurate. Reference is made to the
out
200
.
line below
^
to the model resume attached,
either or both are permissable. Adaptations of
NAME
Personal :
Date of birth:
Marital status:
Home Address:
Business Address:
Telephones
:
Home
:
Business
:
Education
:
Ed.D. 19
C.A.G.S. 19'
M.Ed
.
19'
B.A
.
19'
Positions
(present position first)
Community activities :
Professional organizations and activities :
Research and study projects :
Publications :
(include local publications
^
i.e., student
handbook)
Future plans and goals :
(may be included if appropriate)
TPE #1 - Typical Personal Encounter
Be prepared to role play any one of the five
ethical situations you have responded to. This will be an
exercise in negotiation as the APGA Ethical Standards do not
constitute a statuary defense.
TPE #2
You are making an initial evaluation of three
applicants for a position on your staff, according to the in-
formation obtained from their resumes. You will rank them in
order of desirability. You will then meet with your superin-
tendent, and indicate and justify your order of preference to
him.
Bibliography :
Peters, Herman J., and Bruce Shertzer, Guidance :
Program Development and Management, 2nd ed., 1969 * Columbus,
Ohio, Charles E. Merrill Publishing Company, Chapter l4.
Marsh, John J., Let * s Close The Confidentiality
Gap, The Personnel and Guidance Journal, 48:5, January 1970,
p 362.
Daubner, Edward V., and Edith Schell Daubner,
Ethics and Counseling Decisions, The Personnel and Guidance
Journal, ^48 : 6 , February 1970, p. 433.
Kilian, John D., The Law
,
The Counselor
,
and
Student Records, The Personnel and Guidance Journal, 48:6,
February 1970, p. 423*
APPENDIX C
TYPICAL PERSONAL ENCOUNTER RATING SCALE
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Typical Personal Encounter Rating Scale
For
SARGO Simulation Series
School of Education
University of Massachusetts
Ronald H. Fredrickson
Charles F. Popken
Name of person being rated
Nature of simulation “ — Date_—
Directions
:
The purpose of this scale is to provide constructive feedback to theSrC; performance . Raters will general ly be ^trainees
behavioSyoSobservet'
m°8t nearly appr0Itlmatin8 evaluation of the interaction
, ,
°n W
f
yS hy WhiCh the Performance ™ay be improved will be especiallyhelpful to the trainee. Be as expansive as necessary for clarity.
The Director’s appearance was
:
1. insecure 1 2 3 4 5 confident
2. tense 1 2 3 4 5 relaxed
3. cold
The Director's
1
interaction
2
was
:
3 4 5 warm
4. rambling 1 2 3 4 5 articulate
5. illogical 1 2 3 4 5 logical
6. boring 1 2 3 4 5 interes ting
7. ineffective
Mean Score
1 2 3 4 5 effective
In what ways might the director improve his performance?
APPENDIX D
SARGO EVALUATION FORM
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SARGO Evaluation Fora - SAF Charloe F< p,,^
The following synopses of SARGOe are presented for your review.
£
1
- Egiablishment of Setting. Introduction to siau^tion concept.Description of hypothetical community and school situation* Statement of phil-
osophy of the guidance! services. Role-playing interaction vdth school superin-tendent, and preparation of a news release*
AfflPP
. #2
.
~ Development of Objectives. Statement of guidance service ob-jectives appropriate to hypothetical system. Reaction to letters from citizens,both by written response and by role-played confrontation.
SARGO #3 - Presentation of Your Guxoance Program. Prepration of an ex-
planation of the guidance servic es for presentation via various media to PTA
meeting. Role-playing such a situation.
SARGO #4 - Test Program Development . Development of a test program for
the hypothetical school. Group inioration <for consensual choice of a program.
Role-played presentation of program to faculty/administration group.
SARGO #5 - PirectorAeacher Interaction. Deals vdth problems incidental
to an underground press, and to value of research in education. Role-played
interaction with teacher groups.
SARGO
.
//6 - Racial Issues in Counseling;
. Deals vdth racial problems in a
secondary school* Dyadic interactions between director and students, and dir-
ector and teacher*
SARGO #7 - Drug Information and Education * Development of informational
drug use and abuse program* Interaction vdth administrator* Discussion vdth
two students who are actual drug scene members*
SARGO $Q - Case Study Usage* Consideration of the use of case studies
in counseling* Study of the need for coordination with community resource agen-
cies. Role-played case conferences.
SARGO #9 - Counseling and Counselor Supervision * Counseling interactions
followed by group analysis and evaluation of role-played sessions* Discussion
of, and practice in, counselor supervision. Analysis of variety of decision-
crises shown in a filmed presentation. Critique of typescripts of actual coun-
seling interviews by class members. This SARGO covered two class meetings.
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.
* Community Resource ^enoies . Interaction with various personsinfluential in a community. Preparation of brief addresses for presentation to
a ministerial group, and preparation of a letter to a public official solicitinghis support of your guidance program. Role-played dyadic and group interaction^
MjGO $11 Predation of a Research Prospectus. Preliminary project dev-
elopment and preparation of prospectus for presentation to funding agencies.Oral presentation of each prospectus in committee. Critique of each prospectus
and consensual choice of most acceptable proposal*
m ** Program Evaluation. Preparation of a plan for evaluating guid-
ance program. Development of a questionnaire to measure achievment of objectives
Program evaluation through consideration of its application to an individual case*
study. Reciprocal critique and evaluation of questionnaires.
SARGO Z/13 - Ethical Standards
. Resume Preparation
. Consideration of ethic-
al standards and their practical .application to specific incidents. Role-played
interaction between director and persons cited in any of five incidents. Prepar-
ation of a professional resume. Evaluation of applicants for a directorial pos-
ition through review of their resumes.
Evaluation,:
. Please tut e the following criterion definitions. Refer to than as necess-
ary, when completing the ranking matrix on the following page.
Interest - Criterion indicating the SARGO that excited the greatest amount of
feeling in you; that developed your greatest concern; that tended to arouse your
curiosity the most.
Utility - Used to designate the degree to which a SABGO proved useful or valu-
able in preparing you for a director’s position.
Realism - Designates the degree to which a SARGO approximates actual real-life
experiences.
Difficulty - Criterion to indicate the relative degrees of complexity of prob-
lems presented in SARGOs, in terms of the mental exercise required to see, an-
alyze, and develop a solution for the problem.
Research Needed - This rank, indicates the amount of field and library research
needed to achieve a solution, or to complete a SARGO.
Time - Indicates the degree to which a SARGO required an actual output of hours
and minutes in order to complete it.
Enjoyment — Criterion indicating the degree to which a SARGO afforded you plea-
sure or satisfaction, in terms of the problem, the work leading to a solution,
and the ultimat e solution.
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Adaptability - Criterion indicating the degree to
an outgrowth of a SARGO experience are transferabl
uation.
which ekills you acquired ae
e to your present school sit-
^.Cr^ov.th - Ranking of the SARGOs in order of the degree to whichbuted to your growth, personal and professional.
they contri-
~ A Slobal ranking of your estimate of the professional excellence ofthe SARGOs, including in your consideration, all of the criteria above.
Enter SARGO numbers in rank order of evaluation beneath each criterion inthe matrix beLow. Ranks are entered in the column to the left; criteria are en-tered above each succeeding, column to the right. Please give as much thought as
possible touyour rankings. Refer as often as necessary to the SARGO synopses and
to the criterion definitions preceding*
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Metho dolop;v s
The following learning methods were utilized in this course. In the
space provided to the left of each method, enter the numeral from 1 to 6 that
indicates the relative ranking of each method in terms of its value to you in
the SARGO series. Briefly explain your ranking in the space provided.
A, Case studios*
B. Critical incident films.
C. In-baeket/out-basket.
D. Program development.
E.
_____
Role-playing.
F.
_
Visiting contributors.
In comparison with other methods of instruction (lecture, discussion),
how would you evaluate the SARGO series? Check one. Briefly explain your rating,
r
A. Much better than other methods.
B.
_____
Somewhat better than other methods.
C. About the same as other methods,
D.
_____
Somewhat worse than other methods.
£.
_____
Much worse than other methods.
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Leadership !
Litrt in rank order the five characteristics you think necessary to acoordinator of the SARGO series. Briefly explain. y
1.
2
.
3 .
4.
5.
Hank the type of coordinator you would prefer for the SARGO series. Explain,
A.
____
Advanced graduate student*
B. College professor in counselor education.
C*
____
Experienced guidance director.
D. Member of the class.
E. Other.
Course Evaluation !
Please give your own overall evaluation of the simulation series used
in the course Administration of Guidance* Education 913.
1.
_____
Excellent*
2. Fairly good.
3. Good.
4. Mot too good.
5. Poor.
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Additional comments!
1? t
'I
ite in 3X17 ^erai “tf/or specific comment s you maycara to mate that indicate ways of improving this simuation courao. *
APPENDIX E
TEACHER EVALUATION QUE TIONNAIRE
TEACHER EVALUATION QUESTIONNAIRE
Written Response Sheet
INSTRUCTOR DATE
COURSE NO. Check one:
Undergraduate
COURSE TITLE Graduate
Written responses by students are crucial to the improvement of teaching.
Please describe frankly what were the major strengths and weaknesses of
this course and its teacher. Please complete your comments BEFORE answering
the multiple choice section of the questionnaire.

